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ABSTRACT
The Perceptions of High School Students in Northern California on Proactive Restorative
Justice Elements
by Chasity Raybuck-Bonilla
Purpose: The purpose of this qualitative case study was to identify and describe the
perceptions of high school students who attend school in one Northern California district
who have implemented the proactive strategies of Restorative Justice Practices.
Methodology: This qualitative case study examined and described 18 high school
students’ perceptions of Restorative Practice strategies used to develop and maintain
trusting relationships on a high school campus. The researcher conducted 30 minute one
on one interviews with each respondent that were picked using specific criteria.
Findings: Examination of qualitative data from the 18 students participating in this study
indicated a variety of findings. Students perceived that Restorative Justice Practices: (a)
build a sense of community in the classrooms, (b) help to establish emotional connections
with teachers, (c) increase academic achievement and academic engagement, (d) make
students feel valued and heard, (e) develop mutual respect between students and teachers,
(f) improve behavior by the students, and (g) improve the mental health of students.
Conclusions: It was concluded that students thrive on connections from both their
classmates and teachers, teachers must build relationships that exhibit caring and
nurturing qualities in order to foster trust with students, students will learn and perform
for those that they have made a connection with, students want to be active participants in
their education and the environment around them, when students feel respected, they will
give respect thus creating positive classroom, through the connections students make,
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they will be more thoughtful of who they are affecting with their behaviors thus resulting
in positive decision making skills, and teachers need additional support when
implementing Restorative Justice Practices.
Recommendations: Further research is recommended to include a more racially diverse
population; to study student perceptions of the reactive strategies of Restorative Justice
Practices; to compare the correlation of proactive Restorative Justice Practices and the
number of disciplinary referrals for students whom are in classes in which proactive
Restorative approaches are used and students whom are not; and to compare the
perceptions of the teachers regarding Restorative Justice Practices to the perceptions of
their own students and the use of these practices.
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CHAPTER I: INTRODUCTION
In the 2013-2014 school year, 2.7 million students were granted an in-school
suspension and 2.6 million students received out of school suspensions (U.S. Department
of Education, n.d.). Frequently, schools develop individualized academic plans for their
students with learning disabilities, yet, schools rarely incorporate individualized
discipline plans for their students with behavioral challenges. Subsequently, schools fall
victim to zero tolerance (ZT) policies, policies that aim to administer consequences for all
offenses, no matter the severity, in an effort to be equal in the treatment of offenders
(Henault, 2001). Because of ZT policies, schools implemented procedures to suspended
students for a range of infractions including bullying, profanity, cell phone use,
disrespect, insubordination and a variety of other offenses which led to high suspension
rates (Allman & Slate, 2011; Fiori, 2017; Watkins, 2017).
ZT policies have created a discipline culture that does not include instruction on
social behavior norms and consequently, have led to exclusionary practices (BartonVasquez, 2019). Students receiving discipline face exclusion from school, resulting in a
loss of educational time. Firoi (2017) found that, over time, suspensions resulted in low
academic achievement and oftentimes, indicated that students were not eligible to
graduate and were not equipped for life after high school. In his dissertation A. Rubio
(2014) concluded that, students prefer exclusionary practices because suspension is
hardly accompanied by any other consequence other than being excluded from school for
a set number of days.
Additionally, ZT policies have not proven to deter bad behavior or improve the
climate of schools, but has instead resulted in negative impacts on school climate
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(Kimball, 2013). Further research shows that an increase in law enforcement presence on
a school campus equals a decreased rate of academic and life outcomes for students (R.
J. Skiba et al., 2014) as well as a decrease in school spirit (A. Rubio, 2014).
Finally, most overwhelmingly and collectively, studies have proven that ZT
policies have created a disproportionality of discipline amongst minority students.
Extensive research by Butler, Lewis, James, and Scott (2012) and R. J. Skiba and Losen
(2015) conclude that there is a consistent pattern of overrepresentation of minority
students facing disciplinary consequences. In fact, “black students are consistently
suspended at rates two to three times higher than those for other students…” (R. J. Skiba
et al., 2014, p. 30)
Consequently, this ideology hurts students and “we can no longer afford to simply
throw away those who transgress in our schools” (R. J. Skiba, 2014, p. 32). Studies
conducted by educational discipline researchers overwhelmingly support the conclusion
that ZT polices have been detrimental to students as it does not teach social behaviors, it
does not deter behavior, has no academic achievement benefit, and it has created
disproportionality in discipline practices within the minority student population as well as
decreased the trust amongst the staff and students (Allman & Slate, 2011; Fiori, 2017;
Henault, 2001; Lustick, 2017; A. Rubio, 2014; R. J. Skiba & Losen, 2015; Triplett, Allen,
& Lewis, 2014). Further, the majority of suspensions are given to students of color
creating a “racial discipline gap” (A. Gregory, Clawson, Davis, & Gerewitz, 2016, p.
253). Policy makers are now demanding a change in discipline practices that create
alternatives for students and help them foster healthy relationships (R. J. Skiba & Losen,
2015).
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For these reasons, restorative practices have emerged through schools across the
country. These practices have roots that begin with restorative justice, a method that
evolved in the prison system and allowed for offenders to face their victims and repair
harm (T. Wachtel, 2016). In the same manner as restorative justice, restorative practices
aim to help students repair harm to the person they have wronged by engaging students
and working with them instead of imposing a consequence on them (A. Gregory et al.,
2016; L. Mirksy & Wachtel, 2007; T. Wachtel, 2016). Restorative practices is different
than traditional discipline practices in that it restores relationships through social capital,
social discipline, and emotional well-being (Kimball, 2013; Macready, 2009; Townsend,
2000). An additional component of restorative practices are proactive approaches.
Through social circles, students can share their feelings, build relationships, and learn
valuable problem solving techniques (Kimball, 2013; Lustick, 2017; T. Wachtel, 2016).
Furthermore, through proactive approaches, students build relationships with their
teachers thus, positively influencing their feelings of safety and trust of the campus and
staff (Fiori, 2017; A. Gregory et al., 2016; L. Mirksy & Wachtel, 2007). The drastic shift
from the days of ZT to restorative practices forces educators to invest in the development
of the student, academically, socially, and behaviorally.
Background
School Discipline-Exclusionary Practices
In the 2013-2014 school year, 49 million students were enrolled in public schools
in America. Of those 49 million, 2.7 million received an in-school suspension, 2.6
million were suspended out of school and 130,000 were expelled (U.S. Department of
Education, n.d.). Oftentimes, students whom are suspended, receive additional
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unintended consequences. Suspended students are more likely to have low academic
achievement due to missed instructional time (Allman & Slate, 2011), drop out of school
and will often become part of the juvenile justice system (Glass, 2014; R. J. Skiba &
Losen, 2015).
Although suspension is a practice that administrators try to avoid at all costs
(Glass, 2014), Losen and Gillespie noted between “the early1970s and late 2000s, the
proportion of students who were suspended at least once increased by more than 50%”
(as cited in Chu, 2018, p. 480). Intentionally, suspensions are reserved for students who
have crossed the line and exclusion from the school is the only means of discipline left to
deter behavior (Glass, 2014), however, recently, studies have shown that suspensions are
not only administered for serious infractions but for behaviors that are nonviolent or less
disruptive (R. J. Skiba et al., 2014). Despite intentions, exclusionary practices are
ineffective and do not serve as the means to lessen disruptions or deter behavior (R. J.
Skiba & Losen, 2015).
Behavioral and Trust Theories
Behavioral theories to be considered when discussing student behaviors include
Bourdieu’s Social Reproduction Theory and Wolfensberger’s Social Role Valorization
Theory (SRV). Both can provide the foundation for why some students are not
successful in traditional educational practices. Additionally, John Braithwaite’s
Reintegrative Shaming Theory is important to consider when looking at restorative
practices in schools as well as Donald Nathanson’s Affect Theory and Compass of
Shame which provides insights as to how individuals react to shame. Last, to understand
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the dimensions of trust, the Social Trust Theory and Basis, Domain, and Target (BDT)
Interpersonal Framework are discussed.
Bourdieu’s Social Reproduction Theory. Through the social reproduction
theory, Bourdieu makes the argument that cultural capital is necessary for student
success. He argues that cultural capital is gained when a person has accepted behaviors
of the dominate culture (Barton-Vasquez, 2019). Because cultural capital, according to
Bourdieu, is key for student success, any student whom does not possess the accepted
behaviors of the dominate culture are automatically at a disadvantage thus creating an
“oppression that exist[s] within schools as a result of larger societal systems” (BartonVasquez, 2019, p. 20). Students with disabilities have needs that are more significant
than their general education counterparts thus setting them apart and because of this, they
are automatically socially inferior to the general education students (Barton-Vasquez,
2019). In addition to special education students not possessing cultural capital, “lower
class pupils do not in general possess these traits, so the failure of the majority of these
pupils is inevitable” (Sullivan, 2002, p. 144). The effects of a student who does not have
cultural capital can include various consequences from not understanding teachers to
dropping out of school (Sullivan, 2002).
John Braithwaite’s Reintegrative Shaming Theory. John Braithwaite first
introduced the idea of reintegrative shaming in his book, Crime, Shame and
Reintegration in the 1980s (Hay, 2001). The idea that Braithwaite introduces is “that
societies, communities, and families where shame is communicated effectively and
reintegratively are less likely to experience predatory crime than places where shame is
communicated in a stigmatizing approach, or not communicated at all” (Losoncz &
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Tyson, 2007, p. 161). Braithwaite claims that the power of reintegrative shaming is that
when a member of a community commits an act that is unacceptable, they are confronted,
however, that confrontation is followed up by “efforts to show the wrongdoer that he/she
is still valued and respected” (Losoncz & Tyson, 2007, p. 161). This system of
accountability is necessary within school institutions as well. The key with reintegrative
shaming is that after the act is committed and punished, there is still an avenue to show
respect and value.
Wolfensberger’s Social Role Valorization Theory. Wolfensberger’s SRV
theory is similar to Bourdieu’s Social Reproduction Theory. Wolfensberger claims that
individuals are “more likely to experience the good things in life if they hold valued
social roles [rather than] if they do not” (Osburn, 2006 p. 4). The “good things in life”
are defined as “accorded dignity, respect, acceptance, a sense of belonging; an
education…” (Osburn, 2006 p. 4). Because of the “deeply embedded cultural values”
(Osburn, 2006, p. 7) poor student treatment can be attributed to SRV. The higher social
value a student has, the better the treatment, the lower the value, the more likely the
student is to be “devalued and dehumanized” (Osburn, 2006 p. 7). How students are
perceived and what is thought possible by their parents and teachers have an effect on
what educational opportunities are afforded to them (Mann, Moni, & Cuskelly, 2016).
Donald Nathanson’s Affect Theory and Compass of Shame. Donald
Nathanson explains shame through the modality of a compass. He points out that
humans express shame in one of four ways: (a) attacking others, (b) attacking the self, (c)
withdrawing, or (d) avoiding (B. Costello, Wachtel, & Watchtel, 2009). Understanding
student reactions to shame when wrongdoing has been done is useful when administrators
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are diffusing situations that arise on a campus. This can help when determining strategies
and practices to use to make the best efforts to appease all parties that allow for everyone
to be able to participate in the social setting of a school more effectively.
Social trust theory. Social trust theory is the idea that most people in society can
be trusted and they will not take advantage of individuals (Abdelzade & Lundberg, 2018;
Flanagan & Stout, 2010). This theory is especially important within the school setting as
most students are taught to automatically trust their teachers, administrators, and school
staff thus building relational or social trust (Flanagan & Stout, 2010). It is important for
schools to recognize the necessity in building and maintaining social trust because it
develops a culture of tolerance resulting in fewer conflicts amongst the students
(Flanagan & Stout, 2010).
Definition and History of Zero Tolerance Policies
The term “Zero Tolerance Policy” is used to describe discipline practices in which
there is a consequence, sometimes a severe consequence, for behaviors committed, no
matter if it is the first offense or not (Henault, 2001). This method was used as an effort
to provide consistency and equal treatment for offenders (Henault, 2001). The term zero
policy was first produced in the 1980s as a response to the drug epidemic in the United
States (Allman & Slate, 2011; Barton-Vasquez, 2019; A. Rubio, 2014). Later, with the
help of Congress by passing the Gun Free Schools Act in 1994, which called for the
immediate expulsion of any student who brought a gun to school, schools adopted ZT
policies for many other infractions including gang affiliation, drugs, tobacco, and in some
instances, dress code (Allman & Slate, 2011; Fiori, 2017; R. J. Skiba, 2014; R. J. Skiba &
Losen, 2015; Triplett et al., 2014). By implementing the ZT policies, the general public
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could be assured that schools were doing everything in their power to address violence in
schools (R. J. Skiba, 2014; Watkins, 2017).
Effects of zero tolerance policies. When ZT polices came into practice severe
consequences began to ensue. Proponents of the ZT policies believe that these policies
would keep schools much safer (Henault, 2001). However, as punitive approaches took
shape in school discipline (A. Rubio, 2014), suspensions and expulsions were proving to
have adverse effects, (Henault, 2001), a disruption in school culture occurred (R. J.
Skiba, 2014), and eventually, disproportionality of students disciplined in schools came
to fruition (Butler, Lewis, James, & Scott, 2012; Henault, 2001; R. J. Skiba & Losen,
2015).
To begin, suspensions were proving to have adverse effects. As students were
being removed from campuses for infractions, they were consequently losing academic
instruction from their teachers (Fiori, 2017; Henault, 2001). Ultimately, suspended
students were achieving at lower levels and this, sometimes, determined their future of
not graduating from high school (Allman & Slate, 2011; Fiori, 2017; Lustick, 2017; A.
Rubio, 2014). Research concludes that schools that heavily use exclusion practices
actually have poor academic results and contributes to the widening achievement gap
between subgroups (R. J. Skiba, 2014; Townsend, 2000; Watkins, 2017). As students are
continuously excluded, they become immune to the process and eventually drop out of
school and into the justice system (Carter, Skiba, Arredondo, & Pollock, 2017; R. J.
Skiba, 2014; Watkins, 2017).
Furthermore, there has been no evidence that these suspensions are leading to
safer schools and instead have led to a disruption in school culture (Kimball, 2013; R. J.
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Skiba, 2014). In fact, there is not any research to find that ZT policies and exclusionary
practices do much to change behavior or improve school safety (Allman & Slate, 2011;
Nelson, 2002). To continue, ZT policies have enhanced the presence of law enforcement
on campuses thus further deteriorating the school culture and stalling the development of
trusting relationships within the school grounds (Henault, 2001; R. J. Skiba, 2014).
More importantly, ZT policies and exclusionary practices have significantly
impacted male minority students and students with disabilities, particularly emotionally
disturbed special education students, thus creating disproportionality in discipline
practices (Losen & Gillespie, 2012; Plotkin, 2011; Watkins, 2017). Minority students
often serve harsher punishments than their white counterparts for oftentimes, the same
infraction and students with disabilities are suspended at two times more likely than other
students (Chu & Ready, 2018; A. Gregory, Skiba, & Mediratta, 2017; R. J. Skiba &
Losen, 2015). Consequently, African American students are suspended at rates of two to
four times more than other students (R. J. Skiba, 2014; R. J. Skiba et al., 2011).
Additionally, male students are sent to the office and suspended at rates of two to four
times more than their female counterparts (R. J. Skiba et al., 2014; R. J. Skiba, Michael,
Nardo, Peterson, & Indiana Univ, 2000).
Causes for disproportionality. Two possible factors that play into the discipline
disproportionality are cultural differences between students and the staff at their schools
and socioeconomic status. To begin, the cultural norms of teachers oftentimes do not
coincide with the cultural norms of minority or special education students which can lead
to subjective discipline (Barton-Vasquez, 2019). Many times, behaviors are
misinterpreted due to a lack of understanding of a student’s cultural upbringing or
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because teachers and staff assume that all students understand the same social behaviors
(Barton-Vasquez, 2019). Equally important, students with lower socioeconomic statuses
often have more conflict with their teachers according to Ladd’s research (as cited in B.
K. Hamre, Pianta, Downer, & Mashburn, 2008). Research has shown that students who
are classified as low socioeconomic status have been recipients of harsh discipline
practices at a higher rate than their peers (R. J. Skiba et al., 2014)
A Call for Change in Discipline Practices
Many states across the country have called for and implemented new laws to help
address the discipline epidemic. Policy makers, both state and federal, have been
pressing for alternatives to suspension in an effort to make the school environments more
productive and healthy, thus reducing discipline infractions and improving academic
success (Plotkin, 2011; R. J. Skiba & Losen, 2015). Additionally, researchers have
suggested that in order to reform discipline practices and address the discipline
disproportionality, counseling and relationship building are necessary (Carter et al., 2017;
Henault, 2001). Furthermore, appropriate teacher training is encouraged to help with
management strategies that are racially and culturally sensitive in order to build stronger
relationships (R. J. Skiba et al., 2000). Policy changes, coupled with suggestions from
research, has pressured school leaders to change their practices and to adopt discipline
practices that use suspension as a last resort (Lustick, 2017). Because of these changes,
many schools have looked to restorative practices as their lifeline.
Restorative Justice
Restorative justice is a philosophy in the criminal justice system that served as a
way to not only punish offenders but also for offenders to repair harm to their victims (T.
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Wachtel, 2016). Eventually, school systems began to adopt this method to provide social
responsibility for students who did harm to other students. This method provides as a
social emotional lesson for students whom have done harm and it is a paradigm shift for
educators. Under this process, no longer are educators deciding on what punishment to
give a student but forces educators to use strategies to work with the student to help them
learn from the incident (Fiori, 2017; L. Mirsky, 2007).
In education, the restorative justice method, also known as restorative practices
aims to empower students in the classroom by giving them a voice and a chance to
participate in repairing relationships (A. Gregory et al., 2016). The purpose of restorative
practices in the educational system is to serve as a way to rebuild and strengthen the
relationships between staff on campus and its students (A. Gregory et al., 2016). This
method serves as a social responsibility to everyone on campus and was also chosen for
the theoretical framework of this study. When wrongdoing does occur, a questioning
process is used with hopes that it may lead to positive outcomes (Macready, 2009).
Research has concluded that when students feel safe at school and feel as though they
have a positive relationship with the adults on campus, their academic success also rises
(L. Mirsky, 2007). Additionally, schools whom have implemented restorative practices
have seen a reduction in violence, crime and bullying as well as relationships being
restored and harm being repaired (T. Wachtel, 2016).
One component of restorative practices is the restorative circle. In an educational
setting, restorative circles are “opportunities for students to share their feelings, build
relationships, and solve their problems when there is wrongdoing” (T. Wachtel, 2016, p.
2). Though this process, schools are beginning to take the responsibility to teach students
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an important social skill-working through problems without being rude or using violence.
Through this practice, disciplining students has turned from punitive to supportive,
encouraging and nurturing (T. Wachtel, 2003). This paradigm shift of discipline is
important for schools, teachers, and administration to consider when restructuring their
discipline practices.
Although restorative justice and its practices seem promising, there have been few
studies that investigate the perceptions of these programs amongst parents and students
(Fiori, 2017). In addition, the relationship between underlying values of restorative
practices and teachers’ approach to discipline has not been investigated (A. Gregory et
al., 2016). Last, there are limited studies regarding the link between restorative practices
and diverse students’ relationships with teachers (Scott, Hirn, & Barber, 2012).
Establishing Trust amongst Students and Staff
Considering that students would have to be vulnerable in order to begin to repair
relationships with those that they have wronged, it can be concluded that trust would
have to be built between students and staff in order for restorative justice and specific
practices to be implemented properly. If students trust their teachers, they are more likely
to seek them out for help with their problems, which in effect, lessens their behavior
problems as well as help them to build social relationships (Corrigan, Klein, & Isaacs,
2010). In addition, the trust between a student and a teacher can lead to motivation to
perform better on assessments, trust in administration and positive educational attitudes
(Corrigan et al., 2010). To build this trust within staff and students, two primary
components are necessary, fair treatment and a genuine sense of caring of the student by
the adult, as this is often the first interaction students have with adults outside of their
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familial community (Abdelzade & Lundberg, 2018). This type of trust can be defined as
social trust, “the belief that strangers-that is, fellow citizens about whom we have no
specific information – will not take advantage of us” (Abdelzade & Lundberg, 2018, p.
1). Social trust has been studied amongst adults, but there have been few studies that
have researched how young people establish social trust (Abdelzade & Lundberg, 2018).
Statement of the Research Problem
Numerous authors have suggested disciplinary practices in educational
institutions that are responsible for K-12 students are in need of immediate reform and
inclusion practices should be the primary focus (Butler et al., 2012; Chu & Ready, 2018;
Crowe, 2017; Nelson, 2002; R. J. Skiba & Losen, 2015). ZT policies were developed to
ensure school safety, and despite those intentions, students are being suspended and
expelled at alarming rates, furthermore, students of diverse backgrounds are being
suspended at rates of two to three times more than their white counterparts (A. Gregory et
al., 2017; R. J. Skiba et al., 2000; R. J. Skiba et al., 2011) and students with disabilities
are also significantly represented in suspension and expulsion rates (Plotkin, 2011).
Traditional suspensions and expulsions rely on excluding students from the learning
environment in hopes that when they return to school, they will be remediated and have
learned from their mistakes (Allman & Slate, 2011; Glass, 2014; R. J. Skiba & Losen,
2015). However, schools are not ensuring that the learning process is occurring simply
by excluding them from school.
Restorative justice practices focus on supporting students and providing
alternative means of correction (Barton-Vasquez, 2019), while at the same time “helping
students build social capital and achieve social discipline through participatory learning”
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(T. Wachtel, 2016, p. 1). The focus on restorative practices is to repair relationships
(Kimball, 2013) in an effort to help students understand how their behavior affects all
involved and to help the students build community with each other (R. Rubio, 2018).
Consequently, when restorative justice programs are implemented and restorative
practices are used, students are included, rather than excluded, in addressing their
behaviors, repairing harm, and analyzing their success (Butler et al., 2012; Henault, 2001;
Nelson, 2002; R. J. Skiba, 2014; R. J. Skiba & Losen, 2015; Watkins, 2017). Through
restorative practices, students create trust and connections to their school, teachers, and
administrators (Fiori, 2017). Specific practices to build these social skills, repair harm,
build trust and connections include restorative circles (both proactive and reactive), class
meetings, and positive relationships.
Moving from the traditional discipline practices of suspensions and expulsions to
a more contemporary approach of restorative justice practices can often be daunting for
teachers and administrators and even more intimidating for students. They are no longer
being sent home for their wrongdoings, but are being asked to participate in a process to
make it right with their victims. Much research has been completed in evaluating the
perspectives of teachers and administrators regarding the implementation of restorative
justice and its practices, student behavior, student-teacher relationships, and school
discipline (Bullock, Zolkoski, Lusk, & Hovey, 2017; Fiori, 2017; Glass, 2014;
McCluskey et al., 2008; R. J. Skiba et al., 2014; Stango, 2018; Townsend, 2000),
however a study by Barton-Vasquez (2019) asserts that additional research needs to be
conducted in the area of student perspectives. Additionally, research by Fiori (2017),
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explains that further studies need to be conducted to investigate student perceptions in
regards to their resistance to restorative practices.
Purpose Statement
The purpose of this qualitative case study was to identify and describe the
perceptions of high schools students who attend school in one Northern California district
who have implemented the proactive strategies of Restorative Justice Practices.
Research Questions
1. What Restorative Justice Practices have students participated in within the
classroom?
2. What perceptions do students have of the Restorative Justice Practices they
have participated in?
Significance of the Study
Schools are institutions in which learning occurs through practice, through failure,
and through mistakes. Educators encourage their students to take risks and grapple with
information however; the same cannot be said for behavioral learning. Based on the
actions of legislators, behavioral learning in schools needs to be re-examined and shifted
as several states have passed various bills to address the discipline epidemic in the United
States (Losen & Gillespie, 2012; Lustick, 2017; R. J. Skiba et al., 2014; R. J. Skiba &
Losen, 2015).
Not only are suspension numbers high in schools, but there is a glaring
disproportionality of students disciplined. African American students are being
suspended two to three times more than other students (Chu & Ready, 2018; R. J. Skiba,
2014; R. J. Skiba et al., 2000). The research asserts that the more discipline and
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suspensions a student receives, the more likely they are to drop out of school (BartonVasquez, 2019; Carter et al., 2017; Glass, 2014) which further widens the educational
gap between races. With these revelations, the problem of discipline in schools, becomes
a societal problem, affecting the general population as a whole.
One proposed solution to the discipline crisis are restorative practices. These
practices rely on building relationships with students to help them overcome “feelings of
being unwanted by the dominate culture” (Barton-Vasquez, 2019, p. 49), being
disciplined for their inexperience with social behaviors (Bergh & Cowell, 2013), and will
hopefully, reduce unfair treatment (R. J. Skiba et al., 2011) of students by school staff.
Because of the impact to school achievement and student well-being that restorative
practices promise, many schools in California have implemented this new behavior
system.
However, an intricate part of restorative practices is the commitment to it by the
students. In order to further the research of the restorative practices, it is important to
understand, from the student perspective, which of the practices, if any, build trust and
community from the students to the teachers, staff and administrators as well as what
components make a student feel more connected to their school. The results of this study
may provide insight to school leaders who are under pressure, sometimes “under threat of
federal investigation” (Lustick, 2017, p. 297) of the student perspective when changing
their discipline practices which can also benefit the school’s California Accountability
Dashboard.
Restorative practices are a new phenomenon in educational institutions.
Understanding student perceptions will additionally further the research of the benefits
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and/or practically of the use of these new practices. If administrators and district
personal understand when and how students commit to these practices, they can
formulate implementation plans more strategically. In addition, the research regarding
the implementation of restorative practices and how teachers and staff can better
understand how to build positive relationships with their students can be enhanced.
Definition of Terms
Community building. “Sense of community is a feeling that members have of
belonging, a feeling that members matter to one another and to the group, and a shared
faith that members’ needs will be met through their commitment to be together” (Crowe,
2017, p. 15).
High school. For this study, this refers to a comprehensive, public school that
serves 9th -12th graders with the ultimate purpose being a high school diploma.
Proactive restorative justice practices. Focuses on building communities that are
built on “relationships, trust, empathy, respect, and a sense of belonging” (National
Educators for Restorative Practices [NEDRP], n.d., What exactly is Restorative Practices
slide).
Relationships. “The way in which two or more concepts, objects, or people, are
connected, or the state of being connected; the way in which two or more people or
organizations regard and behave toward each other” (Crowe, 2017, p. 16).
Restorative justice. A philosophy in the criminal justice system that served as a
way to not only punish offenders but also for offenders to repair harm to their victims (T.
Wachtel, 2016).
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Restorative justice practices. Framework in which focused practices support
students and provides alternative means of correction (Barton-Vasquez, 2019), while at
the same time “helping students build social capital and achieve social discipline through
participatory learning” (T. Wachtel, 2016, p. 1).
Restorative circles. “Opportunities for students to share their feelings, build
relationships, and solve their problems when there is wrongdoing” (T. Wachtel, 2016, p.
2).
Social trust. “The belief that strangers-that is, fellow citizens about whom we
have no specific information – will not take advantage of us” (Abdelzade & Lundberg,
2018, p. 1).
Trust. The fair treatment and a genuine sense of caring of the student by the adult,
as this is often the first interaction students have with adults outside of their familial
community (Abdelzade & Lundberg, 2018). Students also perceive teachers as trustful
when teachers use relational approaches to get to know the students and settle or prevent
disputes within the classroom (A. Gregory & Ripski, 2008; B. K. Hamre & Pianta, 2006).
Zero tolerance policy. Discipline practices in which there is a consequence,
sometimes a severe consequence, for behaviors committed, no matter if it is the first
offense or not (Henault, 2001).
Delimitations
According to Roberts (2010), a delimitation is a factor that “is controlled by the
researcher” (p. 139). This study was delimited to one high school district in Northern
California which encompasses four comprehensive high schools and a continuation high
school. This study was further delimited to a high school district that was in the
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implementation phase of restorative practices. The study participants were narrowed to
high school students. Further, the high school students that were chosen were students
whom participated in classes where the positive approaches to restorative practices were
used. Because of sensitive nature of a minor’s school discipline records, the researcher
did not target students whom may have only participated in responsive strategies due to
discipline incidents.
Organization of Study
The remainder of the study is divided into four chapters, a resources page and an
appendices. Chapter II reviews the literature surrounding restorative justice programs
and practices. It begins with a history of discipline in schools, ZT polices, the effects of
those policies, disproportionality regarding discipline in schools, building trust in
schools, restorative justice background, relationships through restorative justice practices,
perceptions of restorative justice practices by staff and administrators and theoretical
foundations of discipline in schools. Chapter III explains the research design and
methodology for the study including the population, sample, instrumentation, data
collection and data analysis. Chapter IV presents the data and analysis and discusses the
findings. Last, Chapter V includes the summary, findings, and conclusions of the study
as well as recommendations for future studies.
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CHAPTER II: REVIEW OF LITERATURE
Introduction
In the 2011-2012 school year, 3.5 million students were granted an in-school
suspension and 3.45 million students received out of school suspensions (U.S.
Department of Education, n.d.). More surprisingly, minority students, particularly
African American students are suspended at rates of two or three more times than their
Caucasian counterparts (A. Gregory et al., 2017; R. J. Skiba, 2014; R. J. Skiba et al.,
2011). Additionally, other disparities within the discipline system in schools seems to be
appearing as well. For example, boys are two to four times more likely than girls to
receive harsher punishments (R. J. Skiba et al., 2014) and special education students are
often punished more than their counterparts because of “inept social skills” (Bergh &
Cowell, 2013, p. 12). Because of these alarming statistics, policy makers are demanding
a change in discipline practices that create alternatives to reduce the amount of time that
students are out of class while at the same time establishing healthy environments (R. J.
Skiba & Losen, 2015).
This literature review will examine the theoretical considerations of social class
and discipline in schools in addition to shaming theories. Additionally, the background
and importance of ZT policies, including the history and effects of this policy, will be
examined as this policy provides as a basis for most of the school discipline that occurs in
traditional practices. More importantly, the disproportionality of discipline in schools
will be explored as well as the concept of restorative practices as a solution to this
epidemic. Understanding the values of restorative practices is impactful for school site
administration that wish to begin this practice at their educational facility.
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Theoretical Considerations
To understand educational society and the discipline practices of schools,
theoretical considerations must be examined. This literature review will explore
Bourdieu’s Social Reproduction Theory as it relates to this study because it can provide
the foundation for why some students are not successful in traditional educational
practices. The literature will also discuss Wolfensberger’s SRV, as well as John
Braithwaite’s Reintegrative Shaming Theory and Donald Nathanson’s Affect Theory and
Compass of Shame. Last, this literature review will explore trust through the Social Trust
Theory and the BDT framework of trust to explain the components necessary for trust
building. These theories are important to consider when looking at theoretical framework
of restorative justice practices in schools as it could explain the reasoning why these
practices are successful and provides the basis for this study.
Bourdieu’s Social Reproduction Theory
Bourdieu asserts that class inequalities is tied to educational success (Sullivan,
2002). Bourdieu further explained this assertion with the analysis that educational
success is closely tied with the “possession of cultural capital” (Sullivan, 2002, p. 144).
He believed that students whom did not possess these characteristics were generally
students whom were classified as “lower class” and thus would not be able to show
success educationally (Sullivan, 2002). The basis of this assertion was that professors at
the college level explained concepts in a way that students of “lower-class” or without
cultural capital were not able to understand or comprehend. These students, in essence,
would not have what it takes to meet the demands of the coursework thus ensuring that
class inequalities would continue (Sullivan, 2002). Bourdieu’s research has made the
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way for empirical studies with focus on cultural capital (Sullivan, 2002). Understanding
Bourdieu’s research could impact how administrators approach and think about the social
systems within the school system. Realizing that this occurs, interventions and systems
of support will be important to consider when implementing discipline practices.
Adverse reactions of Bourdieu’s theory. Although many researchers have used
Bourdieu’s theory as the basis of their studies, many have questioned the criteria that
anchors this theory. First, researchers have “criticized [Bourdieu] for not being precise”
(Sullivan, 2002, p. 146) regarding resources that are necessary to qualify a study as
possessing cultural capital. The most beneficial aspect of Bourdieu’s theory, cultural
capital, is also privy to his criticism as he never explains exactly what cultural capital
entails (Sullivan, 2002).
Wolfensberger’s Social Role Valorization Theory
Wolf Wolfensberger proposed that “normalizing” individuals based on society’s
common values would be idealistic for those that were “deviant” (Kumar, Singh, &
Thressiakutty, 2015, p. 73). Wolfensberger went on to explain that if “devalued groups”
in society adopted the beliefs and behaviors of those that were valued, favorable
opportunities could present themselves to the devalued individual (Kumar et al., 2015;
Osburn, 2006, p. 74). Wolfensberger believed that dependent on how society perceived
people (especially those with disabilities) determined quality of life (Mann et al., 2016).
SRV theory is important to educators in that this belief can be carried into the
educational environment. If a student is devalued by the mainstream population, then
according to SRV that student can face judgements and unfortunate opportunities (Mann
et al., 2016). Mann, Moni, and Cuskelly (2016) claim that according to SRV, a student’s
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school life can be heavily altered based on how a teacher views a student, if that student
conforms to the normalcies of the general population, and if it is perceived a student can
achieve at high levels. If any of these criteria is altered or not approved of, the student
will not be given the same opportunities and chances as a student that does conform to
the behaviors of the valued society (Mann et al., 2016). Devalued students are more
likely to be treated poorly and have a lifetime of negative opportunities (Osburn, 2006).
John Braithwaite’s Reintegrative Shaming Theory
John Braithwaite first introduced the idea of reintegrative shaming in the book
Crime, Shame and Reintegration. He claims that one of the most important factors to
changing behaviors is through family and community shaming (Hay, 2001). He defines
shaming as the “social process that expresses disapproval of a sanctioned act such that
there is the intent or effect of invoking moral regret in the person being shamed” (Hay,
2001, p. 134). Braithwaite believes that shaming is beneficial when “communicated
effectively” and “reintegratively” rather than “stigmatizing” or “not done at all” (as cited
in Macready, 2009, p. 161). As cited in Hay (2001), Braithwaite asserts that through
reintegrative shaming the member of the community or family that committed the act will
abandoned his/her undesirable behaviors because this type of shaming “maintains
bonds,” (p. 134) is directed at the “evil act” and not the person, and is completed with
“gestures or ceremonies of forgiveness” (p. 134). Braithwaite also maintains that in
general, people have an innate desire to please those that one has a connection with and
therefore when one does wrong, they want the opportunity to restore the relationships (B.
Costello et al., 2009).
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The restorative practice approach, particularly the restorative conferencing, relies
on many themes explained by John Braithwaite’s Reintegrative Shaming Theory.
Through conferencing, the offender is allowed to admit wrongdoing, reintegrate with the
victim, and devise a plan to make things right (B. Costello et al., 2009). It has also been
noticed by B. Costello, Wachtel and Wachtel (2009), that during restorative
conferencing, many times, students will display the physical effects of shame. Students
will hold their heads down and not make eye contact when they are shameful, however,
through the conference, students are able to work through their shame and begin to repair
relationships-one of the pillars of Braithwaite’s theory (B. Costello et al., 2009).
Donald Nathanson’s Affect Theory and Compass of Shame
Donald Nathanson explained that humans react to shame in one of four ways or
directions thus placing the human on a compass of shame and shame occurs whenever
there is a disruption in a positive affect (B. Costello et al., 2009). These four directions
of the compass embody feelings of attack other, attack self, withdrawal or avoidance (B.
Costello et al., 2009). When one lashes out at others and places blame on someone else,
they are exhibiting “attack other,” however, when they begin to put themselves down and
in some cases, hurt themselves, they are expressing “attack self” (B. Costello et al.,
2009). To continue, when a human pulls away or refuses to talk they are withdrawing
And last, humans can elect to ignore the situation are showing avoidance (B. Costello et
al., 2009). Figure 1 illustrates this theory.
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Figure 1. Compass of Shame. Adapted from “The Restorative Practices Handbook,” by
B. Costello, J. Wachtel, & T. Wachtel, 2009. Bethlehem, PA: International Institute of
Restorative Practice.
The Compass of Shame can be a useful tool when disciplining students as it helps
interpret student behavior and their reactions when wrongdoing has occurred.
Restorative approaches to discipline allow for these considerations when deciding how to
approach students and their families (B. Costello et al., 2009).
Social Trust Theory
Social trust is the belief that most people in a society, usually, can be trusted and
that without specific information, one can trust citizens will not take advantage of others
and treat each other fairly (Abdelzade & Lundberg, 2018; Flanagan & Stout, 2010). With
social trust established, social capital is able to influence behaviors such as cooperation,
tolerance and volunteerism (Flanagan & Stout, 2010).
Because schools are an outside of the home entity, students should have the sense
that they can trust these institutions and the people within these buildings, naturally,
(Abdelzade & Lundberg, 2018) thus cultivating a form of social or relational trust. In
effect, schools have the ability to formulate and/or nurture student trust (Flanagan &
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Stout, 2010). Creating and maintaining social trust within schools is important in that it
will contribute to the level of tolerance (Flanagan & Stout, 2010) amongst students and
staff providing for a culture of acceptance thus diminishing conflict between those within
these communities. It is within the confines of a school that students can learn and
understand what it means to be part of a community and how to thrive within that
community although there are blatant differences between the members of the
community (Flanagan & Stout, 2010). These behaviors of tolerance first start with the
lessons a teacher develops. Teachers have the ability to allow students to convey their
opinions, require students to respect each other’s opinion, and value other opinions by
creating open environments that encourage the sharing of opinions and ideas (Flanagan &
Stout, 2010). After surveying 1,500 adolescents, Flanagan and Stout (2010) found that
when students had a sense of belonging (typically within a school), they had positive
feelings towards others and overall felt that people in general were fair and trustworthy.
Further, they concluded that when adults on campus not only respected and valued the
students’ opinions but also provided opportunities of respective exchanges, it increased
the student perception of social trust (Flanagan & Stout, 2010). Through this study, it
was concluded that the role schools play in developing social trust and faith in humanity
within adolescents is vastly important (Flanagan & Stout, 2010).
Basis, Domain, and Target Framework
The BDT interpersonal trust framework asserts that trust thrives when it is
reciprocated between individuals. According to this framework, there are three bases of
trust: (a) reliability, (b) emotional respect, and (c) honesty (Griffith & Johnson, 2019). In
this context, reliability is defined as a person whom is good on their word, emotional
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respect relates to the idea that people will refrain from causing emotional harm to others,
and last, honesty refers to telling the truth and behaving in a way that does not cause
harm (K. Rotenberg, Petrocchi, Lecciso, & Marchetti, 2013).
In addition there are three domains that factor into this framework: (a)
cognitive/affective, (b) behavior-dependent, and (c) behavior enacting (K. J. Rotenberg,
2010). The cognitive/affective domain is an individual’s belief that others consume the
three bases of trust, while behavior-dependent alludes to individuals behaviorally relying
on others to consume the three bases of trust, and finally, behavior enacting is
individual’s behaviorally engaging in the three bases of trust (K. J. Rotenberg, 2010).
Last, the two dimensions (specificity and familiarity) (K. Rotenberg et al., 2013)
complete the framework. Specificity and familiarity refers to the target of the trust from
general to specific, and familiar to unfamiliar (K. J. Rotenberg, 2010) (see Figure 2).

Figure 2. Basis, Domain, and Target Framework. Adapted from “The Conceptualization
of Interpersonal Trust: A basis, Domain, and Target Framework,” In K. J. Rotenberg
(Ed.), Interpersonal Trust During Childhood and Adolescence, 2010, pp. 8-27. New
York, NY: Cambridge University Press.
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The BDT Framework offers an explanation as to why interpersonal trust is
absolutely necessary for adolescents. When an adolescent believes the people in their
quality and social world (teachers, school staff, parents, etc.) are trustworthy they are
more likely to develop connections, deeper relationships and social skills, however, when
they have a failure in this belief due to deception and communication that has not showed
honesty, they will withdrawal and struggle to build relationships which could result in
low academic achievement (K. J. Rotenberg, 2010).
Zero Tolerance Policies
Definition and History of Zero Tolerance Policies
ZT policies were implemented by the customs agency as a means to end the drug
epidemic in the United States. The aim of these policies was to punish anyone who
violated drug policies severely no matter how minor the offense (A. Rubio, 2014). The
belief was that these severe punishments would make clear to students that the breaking
of the rules would not be tolerated (R. J. Skiba & Losen, 2015). In the 1980s and 90s
schools began to adopt ZT policies for their needs (R. J. Skiba, 2014) and eventually ZT
policies emerged in 70% of schools in the United States (Fiori, 2017). The adaptation of
ZT policies in schools began when the country was fearful of school violence and in
1994, to ease this fear, President Clinton signed the Gun-Free Zones act which required a
one year expulsion for any individual that brought firearms to a school (Henault, 2001; R.
J. Skiba & Losen, 2015). Shortly after, school districts were using these policies for
infractions such as bullying, using profanity, and cell phone use (Fiori, 2017). Students
who committed a disciplinary offense that was considered to be under the realm of a ZT
policy, were mandatorily disciplined with a predetermined consequence (A. Rubio,
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2014). What lacked in these policies was the ability for disciplinarians in school settings
to understand and consider the surrounding factors that contributed to the decisions made
by offending students (Watkins, 2017). On the contrary, school officials had a mandated
set of consequences to administer to the student.
Effects of Zero Tolerance Policies
When ZT polices came into practice, what was initially thought of as a good idea,
actually ended up having severe consequences. Proponents of the ZT policies believe
that these policies would keep schools much safer (Henault, 2001). However, as punitive
approaches took shape in school discipline (A. Rubio, 2014), suspensions and expulsions
were on the rise (Fiori, 2017), a disruption in school culture occurred (R. J. Skiba, 2014),
and eventually, disproportionality of students disciplined in schools came to fruition
(Butler et al., 2012; Henault, 2001; R. J. Skiba & Losen, 2015).
School discipline, suspension, and expulsion. Prior to suspensions, corporal
punishment was exercised as a form of discipline for of discipline in schools (Triplett et
al., 2014). Teachers and administrators were protected by law when instilling corporal
punishment so long as they were using the force for discipline and not for malicious
intent (Triplett et al., 2014). Then, in the 1960s schools began using suspensions to
remove students whom were discipline issues from school and eventually led to the
advent of ZT policies in the 1980s (Triplett et al., 2014). Consequently, since the advent
of ZT policies, the amount of suspensions and expulsions continues to rise. In the 20112012 school year, in California, 860,000 suspensions were issued (Fiori, 2017; Henault,
2001).
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With an increase in suspensions, and when exclusionary practices are so
prominent, more consequences than intended begin to rise. To start, when students are
excluded from school they lose instruction time and begin to distrust school staff
(Henault, 2001). When students lose instructional time, they are not able to perform at
the levels as their peers and oftentimes, they are not given the opportunity to make up
missing work or receive instruction upon their return thus causing an academic
achievement gap (Townsend, 2000). Because there is a disproportionality of discipline
between students of color and Caucasian students, the achievement gap in effect, is also
between students of color and Caucasian students (Townsend, 2000).
In addition, some students may even begin to consider the suspensions as a
vacation from school and commit the unwanted behavior multiple times to receive this
discipline (A. Rubio, 2014). Furthermore, many students may eventually become
unaffected by consequences such as suspensions (R. J. Skiba, 2014) and will eventually
require a more severe consequences such as expulsion which further excludes the student
and can result in lower academic achievements. In conclusion to this discipline pattern,
when a student’s educational career is constantly disrupted, they automatically have a
higher chance of becoming in contact with the law in a negative fashion later in life (R. J.
Skiba, 2014).
School climate. ZT policies created harsh, dramatic measures that are taken by
school officials for discipline and has unintentionally created a culture in schools where
excluding students is a means to attempt to change behavior. In effect, these exclusive
policies inadvertently encourage undesirable behavior. An untended result of ZT policies
is that a culture has been created in which schools are creating attitudes of criminalization
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amongst society regarding youth (Barton-Vasquez, 2019). Barton-Vasquez (2019)
asserts that these exclusionary practices can actually create an avenue for students to
become workers for the drug economy which is further developed by claims that
suspensions do not help students learn pro-social behaviors, which in turn, they can often
lead to a lower school climate, a lower achievement index, a higher dropout rate, and
contribute to a higher student misbehavior rate (Kimball, 2013; Korth, 2016; A. Rubio,
2014; R. J. Skiba et al., 2014; Triplett et al., 2014). Furthermore, when students are
disciplined by exclusionary tactics, they are not participating in curriculum and
instruction thus widening the achievement gap between student groups and students
begin to feel disconnected from not only their peers, but from their teachers and school
staff (Henault, 2001; Kimball, 2013; Watkins, 2017).
Disproportionality of discipline in schools. One of the most glaring flaws of ZT
policies was the disproportionality of discipline in schools concerning students of color;
these policies actually ended up widening the already made discipline gap from the 1970s
(Lustick, 2017; Watkins, 2017). Researchers have noticed that students of color are more
apt to receive punishments, especially those regulated by ZT policies, than their
Caucasian peers (Butler et al., 2012; Watkins, 2017). Not only can gaps be found
racially, but students with disabilities have a disproportionality trend amongst discipline
gaps (Butler et al., 2012; Watkins, 2017). These two groups tend to see more discipline
than any other subgroup in education.
Racial disproportionality. According to Henault (2001), the Department of
Education released data summarizing that “though African American children represent
only 17% of public enrollment nationally, they make up 32% of out of school
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suspensions” (p. 550). Of all the racial subgroups, African American students are
targeted more for disciplinary action than their counterparts, sometimes at rates as two to
three times more than their Caucasian peers (Butler et al., 2012; Carter, 2017; Losen &
Gillespie, 2012; R. J. Skiba, 2014; Watkins, 2017) and in fact, studies prove that African
American students are often punished harsher than others even it when it comes to less
severe behaviors (R. J. Skiba, 2014). In addition, Henault claims that Latino students
also fall victim to harsher punishments for more subjective infractions. Subjective
infractions can include disrespect, noise, cheating, etc. (R. J. Skiba et al., 2000). Many
times, for these minor infractions, African American students were prone to a more
serious discipline consequence and were not offered the lesser alternatives (R. J. Skiba et
al., 2000; R. J. Skiba & Losen, 2015). Moreover, African American students are not only
the recipients of higher office referrals, but of suspensions and expulsions as well (A.
Rubio, 2014). As a result, schools that have reported a higher number of African
American students show a correlation to more punitive punishments and less support or
intervention opportunities (R. J. Skiba et al., 2000; R. J. Skiba et al., 2014).
To continue, it has been widely researched that schools with a higher percentage
of African American students also have a more punitive approach to discipline than
schools with a lower percentage of African American students (R. J. Skiba et al., 2014).
In these particular schools, not only is there a more punitive approach, but there are far
less resources for students (R. J. Skiba et al., 2014). As a result of these discipline
practices toward African American students, these students are opting to either drop out
(R. J. Skiba et al., 2000) and some may even find themselves in the school to prison
pipeline (Carter et al., 2017).
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Special education disproportionality. Along with a racial disproportionality,
there is an increasing discipline disproportionality in regards to students with disabilities
(Losen & Gillespie, 2012; Plotkin, 2011; R. J. Skiba & Losen, 2015). Many students
with disabilities are often “socially inept” (Barton-Vasquez, 2019; Bergh & Cowell,
2013) and therefore do not fit into the social normalcies of a school thus receiving
referrals, suspensions and expulsions. In fact, students that fit in the special education
criteria of emotionally disturbed are immersed in discipline as well (Plotkin, 2011) and
are less successful than their peers as well (Conley, Marchant, & Caldarella, 2014).
These factors combined can often lead to frustration amongst the special education
students and influences them to drop out of school altogether (Barton-Vasquez, 2019)
which can hinder the ability of these students to function in society once they leave the
confines of school (Conley et al., 2014).
To start to remedy this disproportional adversity, schools need to realize that other
means of discipline, rather than harsh practices, need to be investigated. Students with
disabilities should be taught skill building and social protocol instead of excluding them
even more from their peers and educational opportunities (Bergh & Cowell, 2013).
Emotionally Disturbed students, especially, “require intensive behavioral interventions”
(A. Rubio, 2014, p. 28).
Cultural differences causing disproportionality. One revelation of the studies
done is that often times teachers discipline students based on their own cultural
normalcies (Barton-Vasquez, 2019). This furthers the racial gap because teachers will
discipline based on “subjective interpretations of behavior” (Barton-Vasquez, 2019).
What may be appropriate to the student is not necessarily appropriate to the teacher and
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therefore results in a miscommunication with the result of the student visiting the office.
Not only are there cultural differences between teachers and students racially, but special
education students do not reciprocate the same cultural standards as their teachers. Often
times, they are misinterpreted because of their disability, which leads to disciplinary
actions (Barton-Vasquez, 2019). In the 2009-2010 school year, special education
students only made up for 9% of the total school population, however, they accounted for
20% of all expulsions in the United States (Barton-Vasquez, 2019).
While suspensions and expulsions are distributed based on cultural differences,
the students receiving these consequences are facing life consequences as well. Students
who are misinterpreted and can often feel “unwanted by the dominate culture” (BartonVasquez, 2019), and can become frustrated with the educational system and the lack of
resources for them. This produces an ideology that there is no possibility of “upward
mobility” (Barton-Vasquez, 2019) within these students leading to a higher dropout rate.
Further, this exclusive practice can eventually lead students to the “pipeline to prison”
(Carter et al., 2017).
A Call for Change in Discipline Practices
Closing the gaps for discipline disproportionality has come to the forefront of
educational administration, especially with the accountability systems in place by states
and districts. School administrators need to look for systems that consider differences of
culture and trauma informed practices beginning with student teacher relationships
(Carter et al., 2017). Researchers have argued that because of the damage done by ZT
policies, more counseling should be implemented by schools and law makers to ensure
that students can not only cope with the issues they are facing but to receive help to
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process what has been bestowed upon them by prior discipline practices (Henault, 2001).
To further the reason and need for a change to discipline practices schools are
“experiencing more disciplinary problems, more violence, truancy and dropouts” (T.
Wachtel, O'Connell, & Wachtel, 2010, p. 149).
Legislative Changes for School Discipline
Recently, some state legislatives have begun to stepping in and demand changes
in the discipline policies and practices of districts, going as far as passing legislative bills.
Lawmakers are demanding that schools begin to investigate practices that cultivate
healthy learning environments in order to keep students in schools in order to not allow
the educational opportunity to be interrupted (R. J. Skiba & Losen, 2015). These requests
have been supported by the passage of laws and bills by state legislators. In 2014,
California passed a bill that no longer allowed superintendents to suspend K-3 students
for minor offenses under the educational code for “disruption or willful defiance” (R. J.
Skiba & Losen, 2015). In addition, California is requiring administrators to implement
nonexclusionary interventions for minor offenses before suspensions can occur (BartonVasquez, 2019; R. J. Skiba & Losen, 2015).
To continue, in 2011 and 2012, Colorado passed two major bills to encourage
schools to reduce the amount of suspensions and expulsions. First, in 2011, HB 11-1032
was passed which promoted the adoption of and provided schoolwide training in
restorative practices in its schools throughout the state. In 2012, the legislation expressed
its disapproval of schools referring students to law enforcement for minor infractions and
has begun passing laws to prevent this (R. J. Skiba & Losen, 2015).
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To further the notion that state legislatives have had enough of the discipline
practices in schools, Maryland went so far as to having a study conducted and from that
came policy changes. In 2014, Maryland created a discipline framework indicating that
suspensions was the last step of discipline (R. J. Skiba & Losen, 2015). In 2015,
Maryland called for the “elimination of racial disparities in out-of-school suspensions”
(R. J. Skiba & Losen, 2015, p. 9).
The conversation of school discipline is occurring at all levels: school site,
district, state, and federal. Recently, the Department of Justice and Education supported
reform in school discipline practices with the outcome of reducing suspensions and
expulsions, especially within the racial gap (R. J. Skiba et al., 2014). These policy
changes has pressured school leaders to change their practices and to adopt discipline
practices that use suspension as a last resort (Lustick, 2017) and the more successful
schools have looked at systems of discipline which incorporate social emotional learning
(SEL) and relationships building (R. J. Skiba & Losen, 2015).
Social Emotional Learning
Students whom exhibit “emotional and behavioral disorders, have been found to
be less successful in school than their peers” (Conley et al., 2014, p. 439). The National
Youth Risk Behavior Survey (2017) reported that in the United States, trends are moving
“in the wrong direction” concerning students surveyed who reported feelings of sadness
and hopelessness (31.5%), attempting suicide (17.2%), and even devising a suicide plan
(13.6%). Moreover, this same youth risk survey identified that 19% of students were
bullied at school, 14.9% of students were electronically bullied, and 6.7% have not
attended school because of safety concerns. These alarming results, coupled with
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students lacking basic self-management skills oftentimes, make it is difficult to conform
to the social norms that are set forth by their schools thus resulting in more referrals to
the office and more disagreements between peers and teachers (Conley et al., 2014).
Because of the many issues caused by a lack of social emotional skills, researchers
propose that there are numerous benefits to educating students, strategically, in the realm
of SEL (Yang, Bear, & May, 2018). These benefits include: (a) preventing
behavioral/conduct infractions (Chu & Ready, 2018; Durlak, Dymnicki, Schellinger,
Taylor, & Weissberg, 2011), (b) acceptance of identity and honoring dignity of students
(High, 2017), (c) better sense of community, (d) more positive attitudes, (e) improved
coping skills, and (f) higher academic achievement (Bullock et al., 2017; Durlak et al.,
2011; Zins & Elias, 2014). Defined by the Collaborative for Academic, Social, and
Emotional Learning (CASEL) SEL is the “the process through which children and adults
understand and manage emotions, set and achieve positive goals, feel and show empathy
for others, establish and maintain positive relationships and make responsible decisions”
(Collaborative for Academic, Social, and Emotional Learning [CASEL], 2019).
Watkins (2017) promotes SEL by making the inference that when schools take the
time to educate the students instead of reprimanding them punitively for infractions it
gives the sense to the students and parents that the school cares for the entire wellbeing of
the student. Though this, positive, social relationships are built and nurtured between
students and their peers and staff (Watkins, 2017; Yang et al., 2018). To further this idea
researchers assert that SEL learning should be taking place from preschool all the way
through high school (Greenberg et al., 2003) and that studies indicate that after
interventions, students demonstrate higher SEL skills and positive social behaviors
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(Durlak et al., 2011). However, for SEL to be implemented with fidelity, two factors
must come into play. The first is for direct, systematic teacher instruction of SEL
curriculum which allows for the students to experience situations and discuss responses
in an educational environment and the second is to provide a safe, supportive caring
school-wide environment based on relationships both student-student and student-staff
relationships (Greenberg et al., 2003; B. K. Hamre & Pianta, 2006; Yang et al., 2018;
Zins & Elias, 2014).
SEL curriculum is typically intended for the promotion and prevention of
unhealthy behaviors (Zins & Elias, 2014). According to CASEL (2019), a framework for
SEL, there are five main competencies. These competencies consist of: (a) selfawareness, (b) self-management, (c) social-awareness, (d) relationship skills and finally,
(e) responsible decision-making. Each competency has the potential to enforce and
describe desirable actions for each behavior. When self-awareness is discussed in school,
students have the potential to be aware of their own strengths and emotions (Zins & Elias,
2014), this can then be followed by educating students on self-management. When
students understand self-management techniques, they are better prepared to manage
their impulses and stress resulting in motivation (Zins & Elias, 2014). Moving forward,
they are taught social-awareness which builds their capacity to show empathy for others
(Zins & Elias, 2014). Relationship skills provides students with the ability for
cooperation and communication and learning about responsible decision- making
provides students the opportunity to evaluate personal and ethical responsibility (Zins &
Elias, 2014).
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Consequently, it is argued that when schools neglect to incorporate SEL into their
discipline practices or their curriculum, and punitive discipline is used, coupled with
academic struggles, the emotional well-being of the student could be effected long-term
(Motsinger, 2018; Triplett et al., 2014). Another essential point, is that when the students
lack the ability to problem solve social issues, they will often lack the skills to selfregulate and manage their emotions effectively (Motsinger, 2018), hence, the need for
SEL in schools and at the very least, social emotional considerations when incorporating
discipline practices. Although many educators and parents believe that SEL needs to take
place at home, the reality is that students will often encounter multiple social
confrontations and situations within the confinements of school and thus, will need to be
given the skills to navigate these occurrences successfully and in a healthy manner
(Motsinger, 2018).
Building Trust with Adolescents
An effect of building relationships with students is the concept that students will
learn to trust their teachers and staff. Consequently, through these relationship building
techniques, students will begin to trust their teachers which can result in increased
academic engagement, cooperative learning (A. Gregory & Ripski, 2008), effective
learning (Griffith, Larson, & Johnson, 2018), motivation to learn and increased trust
amongst their peers (Corrigan et al., 2010) and provides a foundation for students to
adapt to the social and academic environment that students will embark upon entering
school (B. K. Hamre & Pianta, 2006).
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Relational Approach to Building Trust
Researchers have found that an effective way to gain trust from students, teachers
should use a relational approach (A. Gregory & Ripski, 2008). Students also perceive
teachers as trustful when teachers use relational approaches to settle or prevent disputes
within the classroom (A. Gregory & Ripski, 2008; B. K. Hamre & Pianta, 2006).
Through this approach, students begin to see and respect the authority of the teacher
which can be beneficial long term (A. Gregory & Ripski, 2008).
Discipline through relational trust approaches. When students feel as if their
teachers use relational practices in order to enforce discipline when needed, the
embedded social trust they already possess increases (Abdelzade & Lundberg, 2018) and
they trust that their teachers will use fair judgement and fair power, thus following the
consequences and are more likely to succumb to the request (A. Gregory & Ripski,
2008). Using the relational approach, teachers use their connections with the students to
treat the students as individuals and asks questions to learn about, not judge their students
before making their disciplinary decisions (A. Gregory & Ripski, 2008). Many times,
although the teacher is granting a consequence, they are still using the opportunity to
grow their relationships with their students (A. Gregory & Ripski, 2008). When the
student realizes that the teacher is still cognizant of the relationship between them even
when discipline is occurring, in effect, the student will be more adept to following the
norms, rules and procedures moving forward (A. Gregory & Ripski, 2008). Through a
study by A. Gregory and Ripski (2008), it was discovered that there was a correlation
between the use of relational approaches and low student defiance instances, in fact, it
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was discovered that even students whom had a history of disciplinary infractions were
able to trust their teachers more when relational approaches were strategic and executed.
Forming trust. Griffith and Johnson (2019), through their study, offer four
concepts for educators to engage in when trying to build trust with their students. These
concepts include (a) respecting youth, (b) building rapport, (c) being consistent and last,
(d) playing a positive adult role in the youth’s life (Griffith & Johnson, 2019). First, to
build respect, according to Griffith and Johnson (2019), teachers should allow students
ownership over activities as much as possible in addition to speaking to the students as
adults and recognizing their skills and abilities. Allowing the students to speak their
mind and share their opinions and thoughts in a non-judgmental demeanor adds to the
growth of positive relationships within the classroom (B. K. Hamre & Pianta, 2006). To
continue, teachers can build rapport by not only trying to get to know the students, but by
allowing the students to get to know them, which can be done when the teacher shares
stories about themselves with the students (Griffith & Johnson, 2019). The goal is to
allow the student and teacher to learn more about each other on more of a personal level
rather than simply always on an educational capacity to allow an opportunity through
connections (B. K. Hamre & Pianta, 2006).
Complementary to building respect and rapport is showing consistency amongst
the youth followed by ensuring a sense of security to the students that the teacher would
always be there for them in times of stress (Griffith & Johnson, 2019). These supportive
relationships not only allow the student to trust their teachers, but can often also result in
the relationships from student to student to be strengthened (B. K. Hamre & Pianta, 2006)
thus reducing conflicts. Last, trust can be built by playing the adult role that the student

41

needs in their life. This can include coach, social worker, teacher, boss or even ally
(Griffith & Johnson, 2019).
When students learn to trust the adults in their school, they are more adept to
asking for help when they need it, they begin sharing their thoughts and opinions more
openly and freely, and they begin volunteering for projects or tasks (Griffith & Johnson,
2019). Increased trust can lead to a more positive perception of school culture and
climate by the students (Corrigan et al., 2010).
Theoretical Framework of Restorative Practices
Restorative practices evolved from the restorative justice method of the 1970s
(Fiori, 2017; T. Wachtel, 2016). This philosophy in the criminal justice system served as
a way to not only punish offenders but also for offenders to repair harm to their victims
(T. Wachtel, 2016). Eventually, school systems began to adopt this method to provide
social responsibility for students who did harm to other students. This method provides a
social emotional lesson for students whom have done harm and it is a paradigm shift for
educators. Under this process, no longer are educators deciding on what to do “to a
student” but forces educators to use strategies “to do with a student” (Fiori, 2017; L.
Mirsky, 2007). The strategy of working with students follows the social discipline
window which explains the four domains of discipline. The window relies on two axes.
The first axis relates to support, while the second axis relates to control. According to the
window, the higher the control, the more punitive the discipline, and the higher the
support, the more permissive the attitude (B. Costello et al., 2009). The goal of discipline
in regards to the social discipline window is to be highly supportive and in control thus
resulting in a restorative approach (see Figure 3).
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Figure 3. Social Discipline. Adapted from “Window from the Restorative Practices
Handbook,” by B. Costello, J. Wachtel, and T. Wachtel, 2009. Bethlehem, PA:
International Institute of Restorative Practice.
Evolution of restorative practices in schools. In education, the restorative
practice method aims to “increase support, structure, and student voice in the classroom”
(A. Gregory et al., 2016). The purpose of restorative practices in the educational system
is to serve as a way to rebuild and strengthen the relationships between staff on campus
and its students through a participatory method (A. Gregory et al., 2016; T. Wachtel,
2016). This method serves as a social responsibility to everyone on campus to each
other. When wrongdoing does occur, a questioning process is used with hopes that it
may “lead to actions with positive outcomes” (Macready, 2009). Research has concluded
that when students feel safe at school and feel as though they have a positive relationship
with the adults on campus, their academic success also rises (A. Gregory et al., 2017; L.
Mirsky, 2007). Additionally, schools have implemented restorative practices have seen a
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reduction in violence, suspensions, misconduct, crime and bullying as well as
relationships being restored and harm being repaired (Butler et al., 2012; T. Wachtel,
2016).
Restorative practices continuum. Guiding restorative practices in school
practice, is a continuum from informal (proactive) to formal (reactive) settings. This can
also be described as proactive practices to reactionary practices. The more informal
concepts (proactive) on the continuum are meant to be school wide and implemented by
all staff. Moving along the continuum are concepts and practices that are meant to be
done only in specific circumstances when there has been harm done to a person
(reactive). The continuum begins with affective statements, moving to affective
questions, small impromptu conferences, groups or circles and ending with formal
conferences (B. Costello et al., 2009) (see Figure 4).

Figure 4. Restorative Practices Continuum. Adapted from “The Restorative Practices
Handbook,” by B. Costello, J. Wachtel, and T. Wachtel, 2009. Bethlehem, PA:
International Institute of Restorative Practice.
As Restorative Practices becomes more popular, other strategies have been added
in regards to explaining both informal/proactive and formal/reactive strategies. The
National Educators for Restorative Practices (NEDRP) explain this concept by using
green and red circles. The green circle includes strategies that are to be used intentionally
to build effective classroom environments, whereas the red circle includes strategies for
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opportunities to validate both those who have been harmed and those who have done the
harming (see Figure 5).

Figure 5. Restorative Practices Green vs. Red Strategy. Adapted from “Workshop
Materials,” by National Educators for Restorative Practices. Retrieved from
https://static1.squarespace.com/static/5ae7277f71069928726fed0e/t/5b2d0b8270a6ad663
5a211a3/1529678762281/2018-Short-Presentation-PDF.pdf
Informal/Proactive Approaches
Informal/proactive approaches are meant to be completed school-wide with the
intention of establishing positive relationships between staff and student and
student/student relationships. These strategies should be done as often as possible.
Affective statements. The continuum of restorative practices begins with
affective statements and can be used by anyone on staff. Affective statements are those
statements that describe feeling and should be used in classrooms to expresses both
positive and negative feelings (B. Costello et al., 2009). Although many educators feel
that showing and expressing feelings are a sign of weakness, this actually humanizes
them and allows students to see how their behavior affects others (B. Costello et al.,
2009). Through these statements, students and staff begin to build relationships and
begin to have a respect for each other. This is most beneficial when a more serious
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problem occurs because a relationship has been built (B. Costello et al., 2009). These
statements should be used as much as possible, as well as specific as possible, and can be
used to “acknowledge success, hard work, collaboration, or any other desirable behavior”
(B. Costello et al., 2009, p. 13). When affective statements are used, students can begin
to see how their educator believes in them even when they have less than desirable
behavior (B. Costello et al., 2009) (see Table 1).
Table 1
Examples of Affective Statements
Typical Response
Stop teasing Sandy.

Affective Statement
It makes me uncomfortable when I hear
you teasing Sandy.
Talking during class is inappropriate.
I am frustrated that you aren’t listening to
me.
You shouldn’t do that.
I feel sad when you say something like
that to John.
Sit down and be quiet.
I get angry when you talk and joke
during my lectures.
I don’t want to see you fighting with him. I was shocked to see you hurt Pete.
Note. Adapted from “The Restorative Practices Handbook,” by B. Costello, J. Wachtel,
and T. Wachtel, 2009. Bethlehem, PA: International Institute of Restorative Practice.
Affective questions. Moving on from affective statements are affective questions
also called “restorative questions” (B. Costello et al., 2009, p. 17). These can be used
when conflict arises in a setting. Although uncomfortable at times, educators should take
conflict and make it into a learning moment with students and create an opportunity to
build strong relationships (B. Costello et al., 2009). Through these questions, students
realize the impact of their behavior and are given a chance to reflect on the situation
understanding their part and how they affected others, thus building empathy (B. Costello
et al., 2009). This is a shift in mindset regarding discipline in education in that no longer
is the staff correcting behavior, but they are working with the students to reflect on
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behavior allowing the student to have responsibility for their actions (B. Costello et al.,
2009) (see Table 2).
Table 2
Restorative Questions
When Challenging Behavior
To Help Those Affected
What happened?
What did you think when you
What were you thinking of at the time?
realized what had happened?
What have you thought about since?
What impact has this incident had
Who has been affected by what you have
on you and others?
done? In what way have they been
What has been the hardest thing
affected?
for you?
What do you think you need to do to make
What do you think needs to happen
things right?
to make things right?
Note. Adapted from “The Restorative Practices Handbook,” by B. Costello, J. Wachtel,
and T. Wachtel, 2009. Bethlehem, PA: International Institute of Restorative Practice.
Group process/circle. Both students and staff are participants of circles and they
can be used for both responsive and proactive purposes (B. Costello et al., 2009).
Responsively, circles can be used to address wrongdoing in a classroom and can ensure
that all voices are heard; however, proactively, circles can be used to set classroom and
assignment norms, to provide a time for teacher check-ins with students, as well as
building social capital between the students through get to know you activities (B.
Costello et al., 2009; High, 2017). B. Costello, Wachtel, and Wachtel (2010) provide an
explanation that the symbol of a circle, represents “community, connection, inclusion,
fairness, equality and wholeness” (p. 5). When sitting in circle, a go-around strategy is
used in order to ensure that all students have the opportunity to share, they can pass if
they choose, but the opportunity has presented itself in both reactive and proactive circles
(B. Costello et al., 2009; High, 2017). In addition to the go-around strategy, oftentimes a
talking piece is used. This talking piece is held by the speaker of the circle and then is
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passed when it is someone else’s turn. By using a talking piece, students are taught social
emotional skills by being reminded to listen fully, to not interrupt, and to give attention to
the person speaking (Crowe, 2017; High, 2017). High explains that by utilizing the
talking piece and paying attention to the norms that are set at the beginning, students
begin to exhibit feelings of respect, vulnerability and safety (2017). B. Costello et al.,
(2010) add that through circles equality, responsibility and connectedness are also
feelings that the students demonstrate.
Proactive circles. Proactive circles can be used to build community so that
wrongdoings can be prevented. The premise is that when students feel as if they are
connected to their community, whether that be school or classroom community, they are
more adept to making better choices and decreases at-risk behavior (Crowe, 2017; High,
2017). Proactive circles can be a means to have students and staff get to know one
another and can eventually lead to a support system for all stakeholders that regularly
participate (B. Costello et al., 2010; Kimball, 2013). As students are more comfortable
with sharing during proactive circles they begin to feel accepted as they are more willing
to share their perceptions and thoughts without reservations of fears of being judged
(High, 2017). More than that, they are also able to understand and appreciate the
perceptions of others by demonstrating understanding and listening skills. Consequently,
when students feel appreciated and understood, the climate and the culture of the school
can see improvements, in addition, an impact on academic achievement has also been
credited to the use of circles (B. Costello et al., 2010; High, 2017).
Proactive circles can take many forms such as check-in, check-out between
students and teachers, a way to discuss classroom academic content, to go over classroom
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norms, or even to set academic goals (B. Costello et al., 2010; B. Costello et al., 2009; R.
Rubio, 2018). There are three different structures when using proactive circles:
sequential, non-sequential, and fishbowl (B. Costello et al., 2010). Sequential circles are
those in which a speaker is designated and then everyone else has a turn using the goaround strategy. Non-sequential circles are freer and can allow for a discussion to ensue
more organically (B. Costello et al., 2010). Deciding how speakers are chosen is left to
the facilitator as there is no formal outline. This can be a disadvantage in that there is a
possibility that not all participants will be heard (B. Costello et al., 2010). Last, is the
fishbowl strategy. Through this strategy, the room is designed to have both an inner and
outer circle. This can be used when there is a significant number of participants,
however, the outer circle is just observing the discussion between the inner circle
members. Oftentimes, there is a chair left open in the inner circle in case an individual
from the outer circle would like to contribute to the discussion (B. Costello et al., 2010).
Although there can be many forms of the circle and many uses, B. Costello et al. (2010)
maintain that incorporating proactive circles is important and should count for 80% of the
circles on campus. When this occurs, tackling the more difficult problems later on in a
circle is natural and productive.
Formal/Responsive Strategies
Formal and responsive strategies are implemented when harm has been done and
efforts need to be made to restore the relationships that were damaged. These strategies
are employed to keep from referrals to the office or in more serious cases, to prevent
suspensions from occurring.
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Small impromptu conference. In the middle of the continuum sits small
impromptu conferences. These occur when multiple people have been affected by an
incident in an area such as the cafeteria, hallway, classroom, etc. Small impromptu
conferences allows an opportunity for all those that were affected to come together and
discuss the issue quickly building upon the affective or restorative questions. B. Costello
et al. (2009) maintain that these conferences allow an opportunity for staff to address
behavior or keep a problem from escalating and come to a resolution while at the same
time involving all the students and allowing them an opportunity to express their
feelings). The key component to small impromptu conferences is the resolution and
commitment to action. From this, students are reintegrated and gives them the validation
that they are no longer in trouble, and can “consider themselves in good standing” (B.
Costello et al., 2009, p. 23).
Responsive circles. Once circles become a normal part of the classroom routine,
they can be used to discuss and address any behavioral or societal problems that may be
occurring within the class or school (B. Costello et al., 2009). When a behavior or
behavior pattern occurs that is effecting the whole class circles can be used to discuss the
problem, express feelings of concern and problem solve strategies to correct the behavior
(B. Costello et al., 2009). Issues that are facing students such as bullying, theft, or
cheating can also be discussed indirectly as a means to bring light to these issues and
allow students a safe place to talk about their feelings regarding these life struggles (B.
Costello et al., 2009). Through the circle, they can problem-solve, take responsibility,
and discuss their parts in preventing these behaviors from occurring. Responsive circles
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should address at least one of three components as listed by B. Costello et al. (2009) in
their book Restorative Circles in Schools:
1. Think about what was happening in the class that wasn’t working and have
people take responsibility for what they were doing to contribute to that
behavior.
2. Ask what kind of atmosphere students and teachers ideally want in the
classroom.
3. Reflect and think about what each person is going to do to help attain that
ideal (p. 55).
Responsive circles can be beneficial in that they change the relationship between
the authority figure and the students (B. Costello et al., 2010). Through the circles, even
the responsive ones, trusting relationships can be built and the students often feel as they
are free to express their opinion on whatever the situation is at hand. Responsive circles
have the ability to make students feel as if they are partners with the school, working
together to make the school have a more positive culture and learning environment (B.
Costello et al., 2010).
Formal conference. The most serious end of the continuum is the formal
restorative conference. Formal conferences take the most time and preparation as the
facilitator has to communicate with everyone involved in the conference ahead of time
(B. Costello et al., 2009; T. Wachtel et al., 2010). To do this correctly, T. Wachtel,
O’Connell, and Wachtel (2010), express that educators need to involve all those involved
and or affected: family, fellow students, faculty members, bystanders, etc. In addition,
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there is a formal conferencing script that the facilitator has to follow during the
conference in order to provide for a safe and secure meeting (Watkins, 2017).
The restorative or formal conference serves various purposes. First, through this
ritual, students understand how their behavior has impacted others and is thus building
empathy (T. Wachtel et al., 2010). At the beginning of the conference there is an
opportunity that allows the victim and their families to have a chance to express their
feelings to the offender-a right that they have not always received through traditional
discipline practices (Watkins, 2017). The victim’s needs can be addressed more
successfully through conferencing and by participating, they are able to have closure (T.
Wachtel et al., 2010). T. Wachtel et al. (2010) explain that understanding the victim
needs is extremely important in conferencing and that these needs can range from simply
an opportunity to express their feelings to feelings of acknowledgement, to
compensation, to a needed feeling of safety. More importantly, these conferences have
the ability to possibly build community and relationships where they did not exist
previously (T. Wachtel et al., 2010). When the offenders have an opportunity to
understand how their actions have hurt another, oftentimes, they are so remorseful that in
order to repair harm it forces them to form and build a relationship with their victims (T.
Wachtel et al., 2010).
Traditionally, discipline called for the suspension of offenders and thus excluded
them from the community in which they are members of (schools). Through the
restorative conferences, offenders are no longer excluded, but are rather, included, and
the natural reaction to harbor feelings of alienation and disconnection from the school can
dwindle (Stango, 2018; Watkins, 2017). Restorative conferences give the offender the
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chance to understand the effects of their actions, express remorse, and device a plan to
repair harm (Chu & Ready, 2018; Lustick, 2017; T. Wachtel et al., 2010; Watkins, 2017).
Further, by confronting the behavior, and going through the process, there is less of a
chance to label or stigmatize the offender and reintegration is made possible through
ownership of responsibility (T. Wachtel et al., 2010). The conferencing script also helps
with reintegration as it states that the purpose is to address the actual behavior separating
the deed from the doer (T. Wachtel et al., 2010). This allows all those involved in the
circle to remember that the offender, too, is a valuable person and worthy (T. Wachtel et
al., 2010).
Relationships through the Realm of Restorative Practices
Research has shown that there are significant disparities within discipline
practices especially for students with special needs and minorities (Barton-Vasquez,
2019; Bergh & Cowell, 2013; Butler et al., 2012; Carter et al., 2017; A. Gregory et al.,
2017; R. J. Skiba, 2014; Townsend, 2000). Restorative practices provides as an
intervention that allows students to build and foster healthy relationships with the staff on
campus and vice versa thus decreasing the need for exclusionary discipline (Kimball,
2013; R. J. Skiba & Losen, 2015). The premise, is that through building relationships,
students are more inclined to ignore risky-behavior and through their connections to the
school and staff, are more hesitant to make inappropriate behavior decisions (Corrigan et
al., 2010; Crowe, 2017). However, to cultivate these relationships, educators have to be
strategic and intentional in order to allow time for these relationships to grow so much so
that they have an impact on students (Carter et al., 2017). While it is usually less difficult
to build relationships with the students who do not have any discipline issues, it can be
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more difficult to build relationships with those students who have historically been less
successful in school settings and have earned more referrals, detentions or suspensions
resulting in a need for educators to be more calculated in their relationship building
efforts (Townsend, 2000). By practicing the restorative techniques, improved staffstudent relationships lead to decreased discipline referrals and suspensions as well as an
improved culture and climate for the overall school (Lustick, 2017; R. Rubio, 2018).
To further the idea of relationships between students and staff and the impact it
can have on the student’s success is the idea that when students trust their teachers they
are also more likely to learn key social/emotional concepts thus making them more
successful in life. A study done by Corrigan, Klein, and Isaacs (2010) showed that the
more a student trusted their teacher, the more concern a student was able to show for
others. In this same study, it was determined that trust correlated to motivation to learn,
positive self-esteem, and positive educational attitudes (Corrigan et al., 2010).
Consequently, when students do not build positive and effective relationships with
their teachers or staff, or they have a lack of trust in their school system, they are more
likely to exhibit more difficulties both academically and emotionally and thus have more
incidents of misconduct (B. K. Hamre et al., 2008).
Teacher Perceptions of Students and Restorative Practices
Important to building relationships and restorative practices is the perceptions that
teachers have of their students. According to research by Townsend (2000), many
African American male students who have been suspended have not had good
relationships with their teachers and believed that their teachers did not believe in them or
push them to do better academically. To validate their beliefs, when their teachers were
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asked if their African American male students would go to college, an overwhelmingly
percentage said no (60%) (Townsend, 2000). In the same way, these similar beliefs were
bestowed upon students of a lower social class. Glass (2014) identified that oftentimes,
teachers would refer students who misbehaved to the administration for action more if
they were of low socioeconomic status than if they were of a higher social status.
Oftentimes, teachers, unknowingly, begin to classify their students based on social norms
that are laid out by the middle class (dress, speech, demeanor, parental involvement, etc.)
and makes predetermined judgements regarding their academic success, social success
and behavior (Glass, 2014).
Placer Union High School District
Placer Union High School District (PUHSD) is located in the Sierra Foothills of
Northern California. Within the district, there are four comprehensive high schools: Del
Oro High School, Placer High School, Colfax High School and Foresthill High School,
one independence/online charter school, Maidu Virtual Charter Academy, and one
continuation school, Confluence High School. Together, this district serves
approximately 4000 students. Of these students, according to the California Schools
Dashboard, in 2018, 26.7% were socially economically disadvantaged, 1.6% were
English Language Learners, and 0.5% were foster youth (California Department of
Education [CDE], 2019).
In the state of California all schools and districts are rated on academic
performance (evaluated by state test scores in English and math, the College and career
readiness indicator and the graduation rate), and conditions and climate (suspension rate)
then assigned a color on the Dashboard. There are five colors ranging from red (lowest
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performance) to blue (highest performance). The order of colors starting from red and
going forward are red, orange, yellow, green, and blue. PUHSD as a district rates in the
green category for suspensions, however, there are two student subgroups, foster and
homeless, and that achieved the red indicator for suspensions. Further, three schools
within the district have suspension subgroups that are within the red indicator as well.
These subgroups are: (a) social economically disadvantaged, (b) foster, homeless, (c)
white, and (d) students with two or more races.
Table 3 describes the suspensions data for PUHSD for 2018.
Table 3
Suspension Date for Placer Union High School District
Percentage of
Students
Suspended

Total
Students

Site

Change from
Prior Year

Performance
Level

Student Groups in
Red or Orange

PUHSD

4172

4.3

-0.9

Green

Foster, Homeless

Colfax

601

4.5

-3.1

Green

None

57

28

4.2

Red

SED, White

2

-1.3

Green

None

Confluence
Del Oro

1752

Foresthill

207

8.2

1.5

Orange

SED, White

Maidu

109

1

1

Yellow

Placer

1306

5.2

0.6

Orange

None
Homeless, SED,
Caucasian, 2 Races

Note. PUHSD = Placer Union High School District; SED = Socially Economically
Disadvantaged. Retrieved from “California School Dashboard,” by California
Department of Education. Retrieved from https://www.caschooldashboard.org/#/Home
When a subgroup and/or school achieves red or orange for two years or more with
no progress in the upward direction, that school/district is eligible for state assistance.
Because of this, PUHSD needed to reform its discipline practices. To do this, the
Director of Pupil Services began to investigate discipline options. Restorative justice is a
phenomenon that is becoming quite popular in the realm of discipline practices in the
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area and something PUHSD decided to explore. A PUHSD Director sent a group of
assistant principals to multiple trainings from a multitude of intuitions that specialized in
restorative justice in order to gain more knowledge and background regarding this
practice. Once the exploration was finished, a group of assistant principals encouraged
the director to seek out training for the district using the NEDRP based out of Texas.
The director agreed and began the hard work of figuring out how to move into
implementation. The first dilemma was funding. Through the county, PUHSD was able
to receive a grant to fund any Multi-Tiered System of Support (MTSS) initiative. The
initiative had to increase student achievement in either academic instruction or behavioral
instruction. Based on those parameters of the grant, PUHSD decided to focus on the
MTSS goals regarding behavior instruction within the scope of student discipline. The
grant also required that a team be assembled in order to provide action plans and data
collection to evaluate progress and achievement of the initiative and goal. The team
consisted of two assistant principals, the Director of Pupil Services, and the Curriculum
and Instructional Coordinator. In addition, NEDRP was hired from the grant funds to
come to PUHSD to begin training.
Next, NEDRP first trained assistant principals, counselors, and school
psychologists on the goals and philosophies of restorative practices. The basis of
NEDRP’s philosophy was that each teacher, administrator, staff member needed to first
build relationships with students before they could adequately intervene when students
misbehaved and to provide behavior intervention. However, NEDRP did also provide
strategies to intervene with students who needed a higher level of behavioral intervention.
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Once the initial group of educators went through the training, teachers were
invited (it was not mandatory) to attend a training with NEDRP. Once training was
completed NEDRP provided coaches on two occasions to observe and give feedback on
the strategies presented in the professional development to teachers on a voluntary basis.
In addition this organization presented a during a session breakout at PUHSD’s in-service
day for anyone whom was not able to be part of the initial round of professional
development. To round out their contract with PUHSD, NEDRP certified a group of
district employees as specialists in restorative practices.
NEDRP started their professional development with an explanation of the
importance of connection before correction. Although NEDRP’s practices are based off
the research of the International Institution for Restorative Practices, they also provided a
toolbox of additional proactive strategies to help educators build relationships and
community within their classes. The additional strategies consists of six practices: the
two minute connection (students stand in the room, the teacher poses a question and
quickly does a whip around and asks each student to share), the 60 second relate break
(quick question, students discuss in pairs, are able to share with the class as a whole if
they would like), 90 second spark (teachers intentionally take 90 seconds-usually by
greeting students at the door- to connect with students every day), pulse meter (the
teacher uses ratings/colors to ask students how they feel that day), treatment agreement
(teachers and students, together, devise the classroom rules/norms), and last, Get to Know
You (GTKY) circles (much like the two minute connection, the students form a circle,
ask and answer questions to allow for them to get to know each other) (NEDRP, n.d.).
During the training, the teachers were given an opportunity to take time to devise their
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action plans for implementing these strategies in their classroom and they were given the
opportunity to practice these tools.
In addition to the proactive strategies, participants were also given reactive (red)
strategies to use with their students. These reactive strategies included a Needs Map (a
spider web diagram of what the student needs in order to be successful) which can be
done with a student, or with a team of teachers who share the student, or even with the
family, student and administrator, and an Outcomes Map. The Outcomes Map is used as
a reflection tool for any school personnel whom is trying to attempt behavior intervention
with a student to evaluate if the strategy (consequence) is addressing both the outcome
that they would like from the student and the student’s needs. Last, to address student
conflict either between students or between student and adult, the Repair and
Accountability process was introduced. This is a process in which all involved parties
are asked to recognize the facts, reconsider feelings, make it right between parties and
reflect for the future. After students are walked through these prompts using a
questioning cycle (What happened? What were you thinking during the incident? How
can you make it right?), a circle (conversation) takes place in which all these factors can
be discussed with the all participants of the conflict and an agreement can be discussed
with steps to move forward. This process allows students to repair harm that has been
done and to take accountability for their actions (NEDRP Training Handouts).
Staff in PUHSD whom have attended this training have been armored with these
tools and strategies and many administrators have even used these strategies in their
dealings with student discipline. Through this training, the goal is for students to build
connections and relationships with their schools and the people they interact with every
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day in order to encourage positive choices throughout the day thus decreasing the
suspension and discipline rates.
Gaps in literature
Gaps in literature appear in regards to perspectives, professional development,
values and student relationship studies. To begin, perceptions were limited in the
literature and did not address student, parent, teachers, and school districts’ perspectives
and resistance to restorative practices and its implementation (Fiori, 2017). Few studies
addressed teacher perspectives and student voice. To further the idea of perceptions,
there is a gap of study in regards to the impact that teaching social emotional
competencies has on student engagement as perceived by students (Yang et al., 2018).
Not only have perspectives not been evaluated but neither have the “conflict or
correspondence between underlying values of restorative practices and teachers’
approach to discipline (A. Gregory et al., 2016). In addition, the link between quality
restorative practices and student success has not been studied according to the study done
by Scott, Hirn and Barber (2012). Last, there are limited studies regarding the link
between restorative practices and diverse students’ relationships with teachers (Scott et
al., 2012). This is important to consider as restorative practices is founded upon the
ideology of solid relationships within the school structures.
Summary
The purpose of this chapter was to review the theories relating to school discipline
and building trust with adolescents in order to understand how restorative practices make
an impact and could be what schools need to redefine their discipline practices in order to
reduce the amount exclusionary suspensions that are used. It is important to understand
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the theories to support SEL within school systems as relationships are formed thus
resulting in increased academic achievement for students. From this review of literature,
a synthesis matrix was developed for this study (see Appendix A).
Although the research has shown the implications of restorative practices, there is
still a gap in literature regarding the student perspectives of how these practices impact
them. As many schools in the state of California and across the nation began to
implement these practices it will be imperative to learn of the perceptions of students in
regards to these practices, resistors to these practices and their ideas for future
development.
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CHAPTER III: METHODOLOGY
Overview
This chapter outlines the methodology used in order to answer the research
questions relating to the perceptions of restorative justice practices by the students they
affect. To begin, the purpose statement explains the reasoning for the questions followed
by the questions that are presented to gain a deeper understanding of the issue being
explored. To continue, this chapter presents the research design, population, sample,
participant selection, and instrumentation. Finally, this chapter will present data
collection, analysis, coding, limitations, and a summary. Approval from the Brandman
University Institutional Review Board (BUIRB) was obtained prior to data collection for
this study (see Appendix B).
Purpose Statement
The purpose of this qualitative case study was to identify and describe the
perceptions of high schools students who attend school in one Northern California district
who have implemented the proactive strategies of Restorative Justice Practices.
Research Questions
1. What Restorative Justice Practices have students participated in within the
classroom?
2. What perceptions do students have of the Restorative Justice Practices they
have participated in?
Research Design
This study aims to seek and understand the perspectives of high school students in
reference to restorative justice practices, therefore, a qualitative approach was chosen.
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Qualitative research is a systematic scientific inquiry which seeks to build a holistic,
largely narrative description to inform the researcher’s understanding of a social or
cultural phenomenon. According to McMillan and Schumacher (1993) qualitative
research is defined as,
Primarily an inductive process of organizing data into categories and identifying
patters (relationships) among categories. The design of qualitative research is
probably the most flexible of the various experimental techniques, encompassing
a variety of accepted methods and structures. Four major types of qualitative
research design are the most commonly used. They are: 1) phenomenology 2)
ethnography 3) grounded theory 4) case study. (p. 479)
The researcher weighed several options of qualitative investigations for this study.
An ethnographic approach was considered as its purpose is to explore how a culture
explains their perspectives and behaviors (Patton, 2015). However, since this study is
meant for “intensive fieldwork in which the investigator is immersed in the culture under
study” (Patton, 2015, p. 100) and this should be done through observation rather than
interviews and artifacts, the researcher did not choose this investigation.
Additionally, systems theory was considered. However, not only does systems
theory look at the perspectives of one group of individuals within a system, it also
analyzes the parts of a system “in terms of strengths, weaknesses, and impacts” (Patton,
2015, pp. 140-141). For the purposes of this study, only the perspectives of students will
be considered so the researcher did not choose this type of investigation.
To continue, a phenomenological approach was considered for this study.
“Phenomenology aims at gaining a deeper understanding of the nature or meaning of our

63

everyday experiences” (Patton, 2015, p. 115). Phenomenological studies research the
lived experiences of those that are experiencing a particular emotion, program,
organization, or culture. Even though this study is seeking the perspectives of students
who have direct experience with restorative justice practices phenomenological research
was the not selected as the best approach for this research.
Finally, case study was considered. Patton (2015) explains that, “a common
thread in defining a case for study is the necessity of placing a boundary around some
phenomenon of interest” (p. 259). Since the phenomenon of interest in this study is
restorative justice practices and the study is being done in multiple high schools in one
district this creates a “bounded system” (Patton, 2015, p. 259) and a case is being studied.
In addition, because the unit of analysis for this study is the perspectives of people who
are sharing a common theory or experience and because this type of analysis is in line
with what defines a case study, case study was ultimately chosen for this study (Patton,
2015).
Population
Population refers to the “group of elements or cases, whether individuals, objects,
or events, that conform to specific criteria and to which we intend to generalize the
results of the research” (McMillan & Schumacher, 2010, p. 129). According to Patten
(2013) the population is “the group in which researchers are ultimately interested” (p.
55). For the purposes of this study, the population is high school students whom attend
school in California.
As reported by the California Department of Education (CDE) (2019), in 20172018, there were 1,745,197 students enrolled in one of 1311 California high schools. The

64

focus of this research were California high schools who are using a social justice program
which focuses on restorative practices instead of punishment. Restorative justice
empowers students to resolve conflicts on their own and in small groups, and it's
a growing practice at schools around the country. Essentially, the idea is to bring
students together in peer-mediated small groups to talk, ask questions, and air their
grievances. The aim to first build classroom communities that are supported by clear
agreements, authentic communication, and specific tools to bring issues and conflicts
forward in a helpful way. No formal database or association exists that provides data on
how many schools or school districts are using restorative practices. An internet search
of school districts using restorative practices shows that there are schools throughout
California using this approach but no number of how many is available. Based on the
internet search it is forecasted that there are several hundred school districts that have one
or more schools implementing social justice programs.
Sampling Frame
McMillan and Schumacher (2010) explain that the “population is often different
from the list of elements from which the sample is actually selected” (p. 129) and is thus
called the sampling frame. They also conclude that it is “important for researchers to
carefully and completely define both the target population and sampling frame” (p. 129).
Since the exact number of schools or school districts implementing social justice
programs is not known this case study focuses on one school district in Placer County,
California that has had extensive experience in restorative justice practices.
Reported by the CDE (2019) website in the 2017-2018 school year, there were
23,976 high school students in Placer County. There are five districts in Placer County
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that house 20 high schools. Each district also has an alternative high school (County of
Placer, n.d.). According to the community profile on the Placer County website, there are
390,628 people whom reside in the county lines. The median household income is
approximately $85,000/year. In 2018, the racial population of Placer County was 80%
Caucasian only, 1.8% African American only, 7.5% Asian only, 14.2% of Hispanic
origin, and 5.2% two or more races (County of Placer, n.d.). Also in 2018, 12.8% of
Placer’s population had achieved a graduate or professional degree, 25.7% earned a
bachelor’s degree, 11.4% earned an associate’s degree, 25.6% had some college, 2.0%
earned a GED, 16.9% earned a high school diploma, and 5.6% did not earn a high school
diploma (County of Placer, n.d.).
PUHSD was chosen because it is a district in which restorative practices has been
adopted across the entire district and implementation has occurred. Many staff were rich
in experience that can provide valid data concerning the implementation and success of
social justice. In addition, the school district is in close proximity to the researcher and
can provide access to conducting face-to-face interviews and data collection.
The teachers of PUHSD have been invited to and participated in training provided
by the district to understand and implement restorative practices. The district contracted
with the NEDRP, which is based in Texas, to come to California to provide training. In
addition, the superintendent for PUHSD is supportive of both restorative practices and is
supportive of the researcher. Because the researcher is looking to have access to students
to interview, and although other districts have implemented restorative practices, it is
imperative that superintendent support is given which is an additional reason for this case
study. For the 2018-2019 school year, there were 4,172 students enrolled in PUHSD.
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This school district is the home to four comprehensive high schools, one online charter
school, and one continuation high school.
Table 4 includes the 2018-2019 enrollment and demographics of each school in
the PUHSD.
Table 4
2018-2019 Enrollment and Demographic of each School in the Placer Union High
School District
School
Del Oro
Placer
Colfax
Foresthill
Confluence
Maidu

Enrollment
1714
1340
581
198
72
419

African
American
7
11
3
1
7

American
Indian
14
23
2
4
4
1

Asian
30
14
3
29

Filipino
6
12
4
1
1
12

Hispanic
206
263
53
28
22
82

Pacific
Islander
1
2
1
3

Caucasian
1331
939
467
150
41
228

Note. Adapted from “2018-2019 Enrollment by Ethnicity and Grade,” by DataQuest.
Retrieved from https://data1.cde.ca.gov/dataquest/dqcensus/EnrEthGrd.aspx?cds=
3166894&agglevel=district&year=2018-19
Schools considered for inclusion in this case study met all of the following
criteria:
•

Professional development opportunities regarding restorative justice practices
have been offered to staff.

•

Some staff members have implemented Tier I community building within
their classrooms.

•

Tier II and/or Tier III positive behavior supports have been established at the
site.

•

The school has a discipline matrix in which suspension is the last form of
discipline and takes place only after all other interventions have been
exhausted.
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One school was eliminated from the sampling frame as the researcher is a staff
member and may have a potential conflict or bias in the research process.
Sample
The sample is a group of participants in a study selected from the sampling frame
or target population from which the researcher intends to generalize. According to
McMillian and Schumacher (2010), sampling is selecting a “group of individuals from
whom data are collected” (p. 129). Similarly, Patton (2015) and Creswell (2003) defined
a sample as a subset of the target population representing the whole population. When a
researcher chooses a quantitative approach, the sample is often random; however, the
sample population for this study was criteria-based. The study used purposeful sampling
for the qualitative approach. According to McMillian and Schumacher (2010),
purposeful sampling is when the researcher “selects a sample that is representative of the
population or that includes subjects with needed characteristics” (p. 138). Purposeful
sampling was chosen as the method of sample selection based on the criteria used for the
exemplary leaders. In addition to purposeful sampling, convenience sampling, which is
“a group of subjects selected on the basis of being accessible or expedient” (McMillian &
Schumacher, 2010, p. 137). A limitation of this sampling is that participants may not
have been involved in any other restorative justice practices other than the proactive
strategies. Participants in this study were selected from one of four schools in the
PUHSD in which restorative justice practices have been adopted and implemented.
Qualitative analyses typically require a smaller sample size then quantitative
analyses. Qualitative sample sizes should be large enough to obtain feedback for most or
all perceptions. For purposes of this case study the sample size will be 18.
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Sampling Selection Procedures
Before identifying a sample within the PUHSD district, a letter of permission was
needed from the district prior to conducting the research. The researcher reached out to
the superintendent via an email asking permission to conduct this study (see Appendix
C). In order to determine which classrooms the sample will be selected from, the
researcher accessed the list of teachers that participated in the restorative practices
training that was offered by the PUHSD district to help identify which classrooms may
implement restorative practices. Next, a survey (see Appendix D) was sent to the 40
teachers who attended the district supported training in order to determine if their
classroom meets additional selection criteria. The criterion includes:
•

A self-report by the teacher that restorative practices are implemented in their
classroom at least two times a month.

Once the classrooms were selected, a list of students enrolled in each of their
classes was gathered. Each student was given a Consent for Minors to Participate Form
(see Appendix E) for their parents to sign. Students from the selected classrooms were
also given an Assent for Minors Form (see Appendix F) to sign. From the returned
forms, simple random sampling was employed. Thus, subjects were selected from the
sampling frame (McMillian & Schumacher, 2010), as the researcher randomly picked 18
students from the returned informed consent letters to interview. To provide an
additional protection for students, the researcher offered to allow a student advocate to sit
in the interview to make sure that student rights were protected. This student advocate
had the authority to stop the interview.
Figure 6 illustrates the population, sample frame and sample.

69

Population: High School Students
Sampling Frame: Placer County Students
1,745,197 high school
students in the state of
California.

Sample: Students in
Restorative Justice Practice
Placer county has 23,076 Classrooms in PUHSD

students enrolled in their
high schools.

PUHSD has 4,004
students enrolled.
The 18 students for the
sample must come from a
PUHSD classrooms that
meet the criterion for
implementation of
Restorative Justice
Practices.

Figure 6. Population, Sample Frame, and Sample. PUHSD = Placer Union High School
District.
Instrumentation
Semi-structured interviews are common types of measurement for qualitative
research (Patten, 2013). For these interviews, questions were developed primarily by
using the synthesis matrix of research conducted by the researcher. These questions (see
Appendix G) were based upon readings from the training material provided by the
educators for restorative practices (the training that was provided by PUHSD to the
teachers) and included questions pertaining to the impact on the classroom and its
environment when specific restorative justice practices were used.
Semi-structured interviews were the data collection instruments that were used for
this study. The term semi-structured means that the “interviewer does not need to ask
only the predetermined questions” (Patten 2013, p. 163), and when the need arises,
clarifying questions were asked as well as warm-up questions. This is important since
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the interviewees were teenage high school students and warm-up questions were needed
to be used in order to build rapport with the students.
Although restorative justice practices include both proactive and reactionary
strategies for the purposes of this study and based upon the accessibility and convenience
of the researcher, the sample included students that have experienced both responsive and
proactive strategies and some that may not have. In addition, the researcher realized that
the students may not have known the technical terms of the restorative justice practices.
Because of this, a menu of terms and definitions as well as examples of the practices
were provided to each participant to use during the interview as a reference.
Instrument of Study
In qualitative studies, the main instrument of a study is the researcher. According
to Patton (2015), “qualitative inquiry is personal” (p. 3) and the researcher’s
“background, experience, training, skills, interpersonal competence, capacity for
empathy, cross-cultural sensitivity” (p. 3) is important to the research and credibility of
findings. For this study, the researcher had 12 years of educational experience. The
researcher was a high school English teacher for seven years and a high school
administrator for five years. The researcher has worked with a diversity of students
including those with English as a second language, special education students, students
with behavior difficulties and students with a low socio-economic status.
Because of these experiences, the researcher was aware that certain biases may
need to be considered. As an assistant principal, the researcher had participated in
various discipline conferences and practices and therefore had developed an idea of what
classroom management and discipline conferences should look like. To combat any bias,

71

the researcher continuously sought out the advice of educators in the doctoral program at
Brandman University. Often times, these educators evaluated summaries and
conclusions by the researcher to offer observations and indicators of bias.
Reliability
Measures were taken in order to ensure reliability of the data. First, the
interviews were audio recorded. Once the interviews were completed, they were
transcribed by a phone application called Temi. Having the recordings transcribed and,
“checking the accuracy of a transcription helps to ensure the quality of the data (Patten
2013, p. 167).
Intercoder Reliability
In the article, “Practical Resources for Assessing and Reporting Intercoder
Reliability in Content Analysis Research Projects,” intercoder reliability is explained as
“the extent to which independent coders evaluate the characteristic of a message or
artifact and reach the same conclusion” (Lombard, Snyder-Duch, & CampanellaBracken, 2004). Patton (2015) agrees with Lombard, Snyder-Duch, and CampanellaBracken (2004), and describes that when “more than one person is working on the
analysis, it is helpful to have each person develop the coding scheme independently, then
compare and discuss similarities and differences” (p. 553) thus adding to reliability.
In order to promote the reliability of the codes within this study, the NiVivo
platform was used and a peer researcher was utilized in order to be able to compare codes
with the researcher of this study’s discovered codes. The peer researcher was selected
because of their experience with the NiVivo platform as well as the process of coding.
This researcher had also attended Brandman University and had successfully courses in
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which instruction of the process of coding was given. Because of this additional coder,
multiple perspectives and insights were able to emerge.
Validity
The purpose of validity, as reported by Patten (2013), is to ensure “that a measure
is valid to the extent that it measures what it is designed to measure and accurately
performs the function(s) it is purported to perform” (p. 71). Several measures were taken
to ensure that this study was valid.
Expert Panel
Interview questions that were used for the interviews were submitted to panel of
educators whom have knowledge of restorative practices for approval. This panel had
included a principal of a high school as well as two assistant principals in the high school
arena. In addition, this panel has had experience with implementing and utilizing
restorative practices in their careers. In addition, the interview questions were evaluated
by the committee of this research study for approval before conducting the research.
After revision and approval, the questions were sent to the participants and their parents
prior to an interview occurring. Additionally, terms were defined prior to the interview
and a menu with terms, definitions and examples were given to participants during the
interview in order to ensure that all participants understood the term as meant by the
researcher.
Field Test
Last, a field test of the interview questions was completed prior to interviewing
the study participants to increase validity. Del Oro High School was chosen because it fit
the criteria of the sample to conduct the field test. Del Oro High School is in the
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PUHSD, but because the researcher works at this school, it cannot be used for the study.
A group of Del Oro students were asked to be participants of an interview once parent
consent was given. The students and parents were given the questions ahead of time to
review. From the field test, adjustments were made based on the feedback from the
participants. The researcher paid close attention to the pretesting instrument explained by
Carol Roberts (2010). Roberts suggests that field tests seek feedback regarding
“understandable instructions, clear wording, adequate answers, sufficient detail, difficult
sections, length, and convenience” (p. 154). Feedback that was asked of the field test
participants included:
•

How did you feel about the interview?

•

Were the questions clear? If not, what was difficult to understand?

•

Can you recall any terms that were used that were unclear?

•

Did the researcher appear comfortable during the interview?

The field test also included an observer to watch the researcher during the interview.
This allowed for the observer to provide feedback regarding timing of questions, pauses,
length of interview, and missed opportunities.
Data Collection
The BUIRB reviewed and approved this research prior to data collection. In order
to be approved for research, a Participants Bill of Rights was also submitted to IRB (see
Appendix H). All participants were informed in advance that all responses to interviews
would not in any way be traceable to themselves or their school. Confidentiality was of
utmost importance especially since the participants were minors. Additionally, according
to board policy 6162.8, PUHSD “recognizes the value of academic research to improve
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educational programs and practices” (California School Board Association [CSBA],
2018, Placer Union High School Board Policy, section). The board policy continued to
explain that “researchers shall respect the privacy rights of students, including the right to
refrain from participation in research projects” (CSBA, 2018, Placer Union High School
Board Policy section). The policy outlined that the superintendent or designee needed to
provide prior notification to parents and guardians. Once BUIRB approval was given,
the superintendent of PUHSD was contacted by writing to request participation. The
written proposal included: the researcher’s name and academic credentials, purpose and
scope of the research, method that will be used for study, extent of participation by
students and staff, use of the project results and benefits to the district. Permission was
granted by the Deputy Superintendent for the researcher to conduct the study. From
there, high school principals were contacted and asked if the researcher could conduct
research on their specific sites. Once they had granted permission, they were asked to
identify a set of teachers that had been using restorative practices within their classes, and
from there, students were identified for interviews. The parents of those students were
notified and informed consent was sent for them to sign.
Human Subjects Protection
Patten (2013) explains that all participants of research must be protected from
both physical and psychological harm as well as have a right to confidentiality and
consent. For this study, the right of consent also included the parents of the minor
children interviewed as well as the Minor’s Informed Assent. Patten points out that to
have full consent five criteria must be explained to the participants (and their parents if
necessary):
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•

General purpose of research.

•

What will be done to them during the research.

•

What the potential benefits could be.

•

What the potential harm could be.

•

The fact that they may withdraw at any time.

Consent was received by both student and parent for participation in this study.
Once the participants were identified, a letter was sent to both the student and
parent that explained the purpose of the study, how long the interview would
approximately take, an explanation of how data would be used, contact information and
an explanation that this was a voluntary study. In addition, to explain that their
confidentiality will be maintained, the following steps as outlined by Roberts was abided
by. Participants were told that no names were be used, there were not any identifying
characteristics, audio tapes were only reviewed by the researcher and transcriptionist. All
tapes and notes will be destroyed after three years.
Interviews
According to Patton (2015), phenomenological interviewing “…aims to elicit a
personal description of a lived experience…” (p. 432). In order to best approach this type
of interviewing, the researcher used a standardized semi-structured interview technique.
This technique allowed for an exact wording of questions to be sent to respondents in
advance and all the questions were asked in the same order as well as in an open-ended
format (Patton, 2015). Although by using this interviewing technique there was “little
flexibility” (Patton, 2015) and the benefit is that “respondents answer the same questions,
thus increasing comparability of responses…” (Patton, 2015, p. 438).
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For this study, the interview process began with contact being made to the
superintendent. The researcher explained to the superintendent what the study was
entailing as well as explaining the consent process for minors and how confidentiality
would be maintained. The Deputy Superintendent granted permission for the study to
take place in this district. The researcher then reached out to the principals of each site
by email explaining the research, consent, and confidentiality process. The principal was
asked if the researcher could send a survey to the teachers to gather more information
regarding restorative practices in their classrooms so that a list of students could be
gathered and contacted to participate in this study. Letters were then sent to the parents
of the students along with consent permission forms. Once those were returned, a time
and date was set for the interviews to be conducted. The interviews were recorded via
tape recorder and through an application on a cell phone to be transcribed. The following
figure is a visual representation of how the interviews were completed (see Figure 7).
After Brandman IRB
approval was given,
contact with
superintendents was
made.

Consent forms, list of
questions, and
explaination of study
were sent to parents and
students.

Consent forms were
returned to researcher.

Appropriate letters with
specific criteria were written
and mailed and any other
forms were submitted to
districts for approval to
interview students.

Contact was made with
students and parents.

Interviews were
scheduled and conducted.

Contact was made with
site principals to explain
resarch.

Names of students who
may be willing to
participate in study were
given to researcher.

Interviews were
transcribed.

Figure 7.Completed Interviews Flowchart.
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Data Analysis
McMillan and Schumacher (2010) describes qualitative data analysis as
“organizing data into categories and identifying patterns and relationships among the
categories (p. 367). McMillan and Schumacher go on to explain that often times with
interviews, the transcripts must be “critically examined and synthesized” (p. 367). As a
result of using interviews for data collection, qualitative measures were used to analyze
the data. The researcher used the steps for analyzing qualitative data as explained by
McMillan and Schumacher. The steps included:
•

collect data

•

organize data

•

transcribe data into segments

•

code data

•

describe data

•

categorize data

•

develop patters (McMillan 2010, p. 367).

Coding
To sort information and code the information that was obtained through
interviews, the software program of NVivo was used by the researcher. As data was
reviewed, the researcher looked for commonalities in the information and formed
“nodes” to aide in the development of themes. Several times, the interviewees would
repeat common concepts and these concepts were the basis for the “nodes.” From the
nodes, themes were identified to support the research questions. The interviews were
recorded using a phone application called Temi and with an audio recording device.
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By using the NVivo software, the information from the interviews was able to be
taken from codes, to categories, to patterns (McMillan & Schumacher, 2010). The
interview questions asked if students had first heard of a particular strategy and if they
had, they were asked to discuss the impact of that strategy. Because many of the
strategies had similar impacts, the data was coded holistically, rather than question by
question. This eliminated the possibility of having repetitive themes for each strategy.
Limitations
Limitations were inevitable with this study. There were multiple limitations to
this study. First, as the instrument, the researcher adds a limitation in that there is a
potential for bias. To continue, restorative justice programs are across the nation and
therefore the data was not representative of all restorative schools. Additionally, because
the researcher did not have a relationship with the students prior to the interviews, some
of the answers could have been inauthentic due to not knowing the researcher, not
trusting the researcher or in contrast, the answers could have been formulated in order to
impress the researcher. Participants may also not feel comfortable speaking up regarding
restorative justice practices that they may have participated in thus adding an element of
dishonesty. To continue, only proactive strategies were discussed in the interviews as it
is difficult to interview students who have had disciplinary issues. Discipline records for
high school students are protected by confidentiality and thus access to these students
simply based on their discipline infractions is not possible. Last, the researcher limited
the study to one district in Northern California due to proximity and thus these results
may not be generalizable.
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Summary
This chapter explained the methodology in order to address the purpose of gaining
student perspectives regarding restorative justice programs and how those programs
influence school connectedness, relationships between students and staff as well as
attempt to identify reasons why students would not be committed to these practices. This
chapter outlined the methodology used in order to answer the research questions relating
to the perceptions of restorative practices by the students they affect. This chapter
presented the research design, population, target population, sample, participant selection,
and instrumentation. In addition, this chapter will presented data collection, analysis,
coding, and limitations.
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS
Overview
This chapter describes the methodology utilized in this study on the perceptions of
high school students in Northern California on the proactive Restorative Justice
Elements. In addition, the purpose of this study, the research questions, research design,
description of the population and sample, the instrumentation, the description of data
collection, and an explanation of data analysis, are included. This chapter concludes with
a brief summary of the findings.
Purpose Statement
The purpose of this qualitative case study was to identify and describe the
perceptions of high schools students who attend school in one Northern California district
who have implemented the proactive strategies of Restorative Justice practices.
Research Questions
1. What Restorative Justice Practices have students participated in within the
classroom?
2. What perceptions do students have of the Restorative Justice Practices they
have participated in?
Research Design
This study was conducted in order to seek and understand the perspectives of high
school students in reference to restorative justice practices, therefore, a qualitative
approach was used. Qualitative research is a systematic scientific inquiry which seeks to
build a holistic, largely narrative description to inform the researcher’s understanding of a
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social or cultural phenomenon. In this case, the cultural phenomenon that was studied
was that of restorative justice practices.
Under the umbrella of a phenomenological study, a specific case was chosen for
this research. Patten (2013) explains, “a common thread in defining a case for study is
the necessity of placing a boundary around some phenomenon of interest” (p. 259).
Since the phenomenon of interest in this study is restorative justice practices and the
study is being done in multiple high schools in one district, PUHSD, this creates a
“bounded system” (Patten, 2013, p. 259) and a case is being studied. In addition, case
study was appropriate, because the unit of analysis for this study is the perspectives of
people who are sharing a common theory (Patten, 2013), the perspectives of restorative
justice practices was gathered.
The researcher had considered several options of qualitative investigations for this
study. An ethnographic approach was considered as its purpose is to explore how a
culture explains their perspectives and behaviors (Patton, 2015). However, since this
study is meant for “intensive fieldwork in which the investigator is immersed in the
culture under study” (Patton, 2015, p. 100) and this should be done through observation
rather than interviews and artifacts, the researcher did not choose this investigation.
Additionally, systems theory was considered. However, not only does systems
theory look at the perspectives of one group of individuals within a system, it also
analyzes the parts of a system “in terms of strengths, weaknesses, and impacts” (Patton,
2015, pp. 140-141). For the purposes of this study, only the perspectives of students will
be considered so the researcher did not choose this type of investigation.
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To continue, a phenomenological approach was considered for this study.
“Phenomenology aims at gaining a deeper understanding of the nature or meaning of our
everyday experiences (Patten, 2013, p. 115). Phenomenological studies research the
lived experiences of those that are experiencing a particular emotion, program,
organization, or culture. Even though this study is seeking the perspectives of students
who have direct experience with restorative justice practices phenomenological research
was the not selected as the best approach for this research.
Semi-structured interviews are common types of measurement for qualitative
research (Patten, 2013). For these interviews, questions were developed primarily by
using the synthesis matrix of research conducted by the researcher. These questions were
based upon readings from the training material provided by the NEDRP (the training that
was provided by PUHSD to the teachers) and included questions pertaining to the impact
on the classroom and its environment when specific restorative justice practices were
used.
Semi-structured interviews, with open-ended questions, were the data collection
instruments that were used for this study. The term semi-structured means that the
“interviewer does not need to ask only the predetermined questions” (Patten, 2013, p.
163), and when the need arises, clarifying questions can be asked as well as warm-up
questions. This is important since the interviewees were teenage high school students
and warm-up questions were used in order to build rapport with the students. To ensure
that students were eligible and meant all the criteria necessary to participate in the study,
a list of teachers whom attended the NEDRP training was obtained as well as feedback
from the site principals regarding which teachers had implemented proactive restorative
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practices. From there, the teachers were sent a survey that asked them to identify how
many times per month they used these strategies.
Although restorative justice practices include both proactive and responsive
strategies for the purposes of this study and based upon the accessibility and convenience
of the researcher, the sample included students that have experienced both reactive and
proactive strategies and some that did not.
Data Collection
The BUIRB reviewed and approved this research prior to data collection. All
participants were informed in advance that all responses to interviews would not in any
way be traceable to themselves or their school. Confidentiality was of utmost importance
especially since the participants were minors. Additionally, according to board policy
6162.8, PUHSD, “recognizes the value of academic research to improve educational
programs and practices” (CSBA, 2018, Placer Union High School Board Policy section).
The board policy continued to explain that “researchers shall respect the privacy rights of
students, including the right to refrain from participation in research projects” (CSBA,
2018, Placer Union High School Board Policy section). The policy outlined that the
superintendent or designee will also need to provide prior notification to parents and
guardians. Once BUIRB approval was given, the superintendent of PUHSD was
contacted by writing to request participation. The written proposal included: the
researcher’s name and academic credentials, purpose and scope of the research, method
that will be used for study, extent of participation by students and staff, use of the project
results and benefits to the district. Via email, permission was granted by the Deputy
Superintendent to conduct the study. From there, high school principals were contacted
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and the researcher asked if research could be conducted on their campus and if so, the
names of any teachers that were implementing these practices was also asked for. Once a
set of teachers that had been using restorative practices were identified, surveys were sent
to them to ask them how many times per month they had used these practices. Teacher
that met the baseline number of times, were asked to distribute parent consent forms to
their students. Nine teachers had agreed to hand out Parent Consent Forms to their
students. Thirty-one students returned the Parent Consent Forms. From that, 18 students
were interviewed.
Population
Population refers to the “group of elements or cases, whether individuals, objects,
or events, that conform to specific criteria and to which we intend to generalize the
results of the research” (McMillan & Schumacher, 2010, p. 129). According to Patten
(2013) the population is “the group in which researchers are ultimately interested” (p.
55). For the purposes of this study, the population is high school students whom attend
high school in California.
As reported by the CDE, in 2017-2018, there were 1,745,197 students enrolled in
one of 1311 California high schools. The focus of this research is California high schools
who are using a social justice program which focuses on restorative practices instead of
punishment. Restorative justice empowers students to resolve conflicts on their own and
in small groups, and it's a growing practice at schools around the country. Essentially,
the idea is to bring students together in peer-mediated small groups to talk, ask questions,
and air their grievances. The aim to first build classroom communities that are supported
by clear agreements, authentic communication, and specific tools to bring issues and
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conflicts forward in a helpful way. No formal data base or association exists that
provides data on how many schools or school districts are using restorative practices. An
internet search of school districts using restorative practices shows that there are schools
throughout California using this approach but no number of how many is available.
Based on the internet search it is forecasted that there are several hundred school districts
that have one or more schools implementing social justice programs.
Sampling Frame
McMillan and Schumacher (2010) explain that the “population is often different
from the list of elements from which the sample is actually selected” (p. 129) and is thus
called the sampling frame. They also conclude that it is “important for researchers to
carefully and completely define both the target population and sampling frame” (p. 129).
Since the exact number of schools or school districts implementing social justice
programs is not known this case study focuses on one school district in Placer County,
California that has had extensive experience in restorative justice.
Reported by the CDE website in the 2017-2018 school year, there were 23,976
high school students in Placer County. There are five districts in Placer County that
house 20 high schools. Each district also has an alternative high school (County of
Placer, n.d.). According to the community profile on the Placer County website, there are
390,628 people whom reside in the county lines. The median household income is
approximately $85,000/year. In 2018, the racial population of Placer County was 80%
Caucasian only, 1.8% African American only, 7.5% Asian only, 14.2% of Hispanic
origin, and 5.2% two or more races (County of Placer, n.d.). Also in 2018, 12.8% of
Placer’s population had achieved a graduate or professional degree, 25.7% earned a
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bachelor’s degree, 11.4% earned an associate’s degree, 25.6% had some college, 2.0%
earned a GED, 16.9% earned a high school diploma, and 5.6% did not earn a high school
diploma (County of Placer, n.d.).
PUHSD was chosen because it is a district in which restorative practices has been
adopted across the entire district and implementation has occurred. Many staff were rich
in experience that can provide valid data concerning the implementation and success of
social justice. In addition, the school district is close to the researcher and can provide
access to conducting face-to-face interviews and data collection.
The teachers have been invited to and participated in training provided by the
district to understand and implement restorative practices. The district contracted with
the NEDRP, which is based in Texas, to come to California to provide training. In
addition, the superintendent for PUHSD is supportive of both restorative practices and is
supportive of the researcher. Because the researcher needed access to students to
interview, and although other districts have implemented restorative practices, it was
imperative that superintendent support was given which is an additional reason for this
case study. For the 2018-2019 school year, there were 4,172 students enrolled in
PUHSD. This school district is the home to four comprehensive high schools, one online
charter school, and one continuation high school.
The following chart includes the 2018-2019 enrollment and demographics of each
school in the Placer Union High School District, according to DataQuest (by number of
students):
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Schools considered for inclusion in this case study must meet all of the following
criteria:
•

Professional development opportunities regarding restorative justice practices
have been offered to staff.

•

Some staff members have implemented Tier I community building within
their classrooms.

•

Tier II and/or Tier III positive behavior supports have been established at the
site.

•

The school has a discipline matrix in which suspension is the last form of
discipline and takes place only after all other interventions have been
exhausted.

One school was eliminated from the sampling frame as the researcher is a staff
member and may have a potential conflict or bias in the research process.
Sample
The sample of a study is a group of participants selected from the sampling frame
or target population from which the researcher intends to generalize. According to
McMillian and Schumacher (2010), sampling is selecting a “group of individuals from
whom data are collected” (p.129). Similarly, Patton (2015) and Creswell (2003) defined
a sample as a subset of the target population representing the whole population. When a
researcher chooses a quantitative approach, the sample is often random; however, the
sample population for this study was criteria-based. The study used purposeful sampling
for the qualitative approach. According to McMillian and Schumacher (2010),
purposeful sampling is when the researcher “selects a sample that is representative of the
population or that includes subjects with needed characteristics” (p. 138). Purposeful
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sampling was chosen as the method of sample selection based on the criteria used for the
exemplary leaders. In addition to purposeful sampling, convenience sampling, which is
“a group of subjects selected on the basis of being accessible or expedient” (McMillian &
Schumacher, 2010, p. 137). A limitation of this sampling is that participants may not
have been involved in any other restorative justice practices other than the proactive
strategies. Participants in this study were selected from one of four schools in the
PUHSD in which restorative justice practices have been adopted and implemented.
Qualitative analyses typically require a smaller sample size then quantitative
analyses. Qualitative sample sizes should be large enough to obtain feedback for most or
all perceptions. For purposes of this case study the sample size was 18 students that
ranged in grades 9-12.
Sampling Selection Procedures
Before identifying a sample within the PUHSD district, a letter of permission was
obtained from the district prior to conducting the research. The researcher reached out to
the superintendent via an email asking permission to conduct this study. Next, in order to
determine which classrooms the sample will be selected from, the researcher accessed a
list of teachers that participated in the restorative practices training that was offered by
the PUHSD district to help identify which classrooms may implement restorative
practices. In addition, the researcher communicated with the principals of each site to
first, get permission to conduct research at their site, and second, to ask the principal
which teachers had fully and successfully implemented the restorative practices set forth
by the training they had received. From those lists, surveys were sent to teachers who
attended the district supported training and received principal
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recommendation in order to determine if their classroom met additional selection criteria.
The criterion includes:
•

A self-report by the teacher that restorative practices are implemented in their
classroom at least two times a month.

Once the classrooms were selected, teachers were asked to distribute a Consent
for Minors to Participate Form to students for their parents to sign. Thirty-one students
returned the consent form signed by their parents. From there, students were randomly
selected to participate in the interview. At the beginning of the interview, students were
asked to sign An Assent for Minors Form. Subjects were selected from the sampling
frame (McMillian & Schumacher, 2010, p. 132), as the researcher randomly picked 18
students from the returned informed consent letters to interview. To provide an
additional protection for students, the researcher offered to allow a student advocate to sit
in the interview to make sure that student rights are protected. This student advocate had
the authority to stop the interview. Although offered, none of the participants requested
to have an advocate sit in the interview with them.
Demographic Data
This qualitative case study interviewed 18 students from across the PUHSD from
the target population who met a set of specific criteria. To preserve the confidentiality of
the students, especially since many of them were minors, there were not any references to
specific names in the transcripts and instead each participant was assigned a number
based on the order that the interviews were conducted.
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The 18 students who participated in the interview were from freshmen, junior and
senior grade levels within a typical comprehensive high school. There were 13 females
and five males that participated in the study (see Table 5).
Table 5
Demographic Data of Study Participants
Study participant

Gender

Grade in HS

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18

F
M
F
F
F
F
F
M
F
F
F
F
F
F
F
M
M
M

12
12
12
12
12
12
9
9
9
12
9
9
9
9
9
11
11
11

Presentation and Analysis of Data
The two research questions guided the questions that were developed for the
interviews. Findings from the interview highlighted the lived experiences of the
participants in regards to restorative justice practices.
Data Analysis
The 18 interviews were recorded and transcribed through a phone application
called Temi then reviewed for accuracy before being uploaded into NiVivo, a computer
coding software. By using the NVivo software, the information from the interviews was
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able to be taken from codes, to categories, to patterns (McMillan & Schumacher, 2010).
When two or more patterns were distinguished across different schools through the
interviews frequency tables were developed. When the coding process was finished, the
researcher analyzed the strength of each theme from the frequency of the tallied codes.
The interview questions asked if students had first heard of a particular strategy and if
they had, they were asked to discuss the impact of that strategy. Because many of the
strategies had similar impacts, the data was coded holistically, rather than question by
question. This eliminated the possibility of having repetitive themes for each strategy.
Reliability
In the article, “Practical Resources for Assessing and Reporting Intercoder
Reliability in Content Analysis Research Projects,” intercoder reliability is explained as
“the extent to which independent coders evaluate the characteristic of a message or
artifact and reach the same conclusion” (Lombard et al., 2004). Patton (2015) agrees
with Lombard et al. (2004) and describes that when “more than one person is working on
the analysis, it is helpful to have each person develop the coding scheme independently,
then compare and discuss similarities and differences” (p. 553) thus adding to reliability.
The 18 semi-structured interviews were the source for data that was collected for
this study. In order to promote the reliability of the codes within this study, the NiVivo
platform was used and a peer researcher was utilized in order to be able to compare codes
with the researcher of this study’s discovered codes. Because of this additional coder,
multiple perspectives and insights were able to emerge.
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Through the findings of the interviews, data was used to develop the themes to
answer the research questions. The data yielded eight major themes. Students perceived
that restorative justice practices:
•

Students have not participated in the 60 Second Relate Break or Treatment
Agreement strategies as often as they have participated in the other restorative
justice strategies.

•

Built a sense of community in the classrooms.

•

Established emotional connections with teachers.

•

Increased academic achievement and academic engagement.

•

Made the students feel valued and heard.

•

Developed mutual respect between the teachers and students.

•

Improved behavior by the students.

•

Improved the mental health of students.

The eight themes emerged from 250 frequencies of coded data.
Identification of Key Themes
In an effort to answer the research questions of this study the participants were
asked interview questions that would yield results that explored which restorative justice
practices they have been exposed to and how they perceived the use of restorative justice
practices in their classrooms. The interview questions asked the participant if they had
experienced each restorative justice practice, and if the answer was yes, they were asked
to describe the impact of that activity. Because many of the strategies had similar
impacts, the data was coded holistically, rather than question by question. This
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eliminated the possibility of having repetitive themes for each strategy. Below is the
data organized by themes to answer the research questions.
Research Question 1
The participants were asked interview questions to gain an understanding of
exactly which restorative justice practices were actually being used by teachers in this
case study, Research Question 1 sought to answer: What Restorative Justice practices
have students participated in within the classroom? Seven practices were focused on in
this study: Affective Statements, Affective Questions, Get to Know You Circles, 2
Minute Connection, 60 Second Relate Break, 90 Second Spark, and Treatment
Agreements. Affective Statements and Affective Questions are based on the framework
from the International Institute of Restorative Practices, while the Get To Know You
Circles, 2 Minute Connection, 60 Second Relate Break, 90 Second Spark, and Treatment
Agreements are derived from the NEDRP training materials that were distributed to the
district used for this case study. All of these practices are proactive strategies used for
restorative practices.
Of these practices, 18 participants had experienced Affective Statements, 18 had
participated in Get to Know You Circles, 15 had participated in the 90 Second Spark, 13
had participated in Affective Questions, 13 participated in the 2 Minute Connection, 10
had participated in the 60 Second Relate Break and 10 participated in the Treatment
Agreement. Table 6 displays the data results for this theme.
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Table 6
Restorative Justice Practices in which Participants have Experienced

Participant
1

Affective
Statements
X

Affective
Questions
-

GTKY
Circles
X

2 Minute
Connection
X

60
Second
Relate
Break
-

2

X

X

X

X

-

X

X

3

X

X

X

-

X

X

-

4

X

-

X

X

X

X

-

5

X

X

X

X

-

X

-

6

X

X

X

X

X

X

-

7

X

X

X

X

X

X

X

8

X

X

X

-

X

X

-

9

X

X

X

X

X

X

X

10

X

-

X

-

X

X

-

11

X

X

X

X

X

X

-

12

X

X

X

X

X

X

X

13

X

X

X

X

-

X

X

14

X

-

X

X

-

X

X

15

X

X

X

X

X

X

X

16

X

X

X

-

-

X

X

17

X

X

X

-

X

X

X

18

X

-

X

X

-

-

X

Total

18

13

18

13

10

15

10

Note. GTKY = Get to Know You Circles

90
Second
Spark
-

Treatment
Agreement
-

Theme 1. Theme 1 is: Students have participated more in Affective Statements
and Get to Know You Circles than they did in the 60 Second Relate Break or Treatment
Agreement strategies. This theme emerged because only 10 of the 18 participants had
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engaged in the 60 Second Relate Break and Treatment Agreement Strategies. As
explained on the NEDRP (n.d.) website, the 60 Second Relate Break is a tool that is used
as quick relationship builder. The teacher poses a question to the class, the students
answer the question to their partner and then they can share out to the class. The teacher
should be the last to share. The Treatment Agreement is defined as a tool that is used so
that teachers and students can create norms of the class together. This can be used as a
daily accountability tool (NEDRP, n.d.).
Respondent 12 explained that the 60 Second Relate Break acted as a way to give
the students in the class a quick break from learning and provided an opportunity to make
connections, “there’s a host…and there is a topic for discussion…we get to go around the
group and we learn about people…and it’s like a brain break…I look forward to it…it’s a
break from learning and I feel like it refreshes me.” Although some respondents did not
participate in these activities, some explained why they might be beneficial. Respondent
1 indicated that they have never participated in a Treatment Agreement, they explained
that they thought that utilizing one would be beneficial in a classroom environment
because they felt as if “everyone in the class would get along better.”
Research Question 2
The participants were asked interview questions that would yield data on their
perceptions to answer the Research Question 2: What perceptions do students have of the
Restorative Justice practices that they have participated in? Table 7 displays the themes
and frequency’s resulting from Research Question 2.
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Table 7
Frequency of Codes Exploring Research Question 2
Overarching
Themes
Built a sense of
community in the
classrooms

Codes
Brings class together
Increased comfortability
Sense of community

Established
emotional
connections with
teachers

Emotional connection with
teacher
Students get the feeling that
teachers care
View teachers are human

41
11
5

57

Increased
academic
achievement and
academic
engagement

Academic Success
Energizing
Increased Engagement

27
10
6
6

43

Made the students
feel valued and
heard

Students feel heard
Students feel valued

13
7

20

Developed mutual
respect between
the teachers and
students

Mutual respect

19

19

Improved Behavior

16

16

Mental health

9

9

Improved the
behavior of
students
Improved the
mental health of
students

Frequency
47
25
14

Total Frequencies

Total
Occurrences
86

250
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Theme 2. Theme 2 is: Students perceive that restorative justice practices build a
sense of community in the classrooms. This theme was the most prominent theme with
86 total occurrences and accounted for 34.4% of all frequencies. Authors have indicated
that restorative justice practices build social capital between the students (B. Costello et
al., 2009; High, 2017) which results in “community, connection, inclusion, fairness,
equality and wholeness” (B. Costello et al., 2010, p. 5), this is also supported by the data
collected. Restorative justice practices can be a means to have students and staff get to
know one another and can eventually lead to a support system for all stakeholders that
regularly participate (B. Costello et al., 2010; Kimball, 2013). As students are more
comfortable with sharing during proactive practices they begin to feel accepted as they
are more willing to share their perceptions and thoughts without reservations of fears of
being judged (High, 2017). Initially, these practices can be used for students to get to
know each other and find similarities. Participant 16 reported that “I feel like it makes
you feel like you belong in the classroom and you're not just there just to learn, but you're
there to build relationships with the teacher and your peers.” Respondent 12 shared that
they had noticed a difference in one classmate from elementary school to high school, “I
could definitely see them start to actually enjoy learning because I could see them make
friends and that didn't really happen in elementary school within our classroom. These
activities helped facilitate that, that friendship making.” To continue with friendship
making within the classroom, Participant 3 added that through these activities a “lighter
mood” and “laughter” ensued thus influencing their environment, “…so by having fun,
you're bonding with your classmates and with your teacher and you're able to want to be
with each other and want to learn more and want to be in that class, which is important.”
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Moving past simply getting to know each other and discovering similarities and
differences, participants shared that within the classrooms that utilized restorative justice
practices, they felt that students did not judge each other as much because they had been
able to hear each other’s story. Participant 15 explained that, “…there's always that little
part that everyone's a little judgmental and when you know their story then you can't
[judge them], like you're not judging them as hard as what you would have if you didn't
know their story… It kind of humanizes all of us. Like we all have backgrounds, all
different backgrounds...” Participant 9 emphasized this same sentiment in that students
are more comfortable answering questions and sharing their thoughts as “[These
activities] provide for a safer environment for kids to like feel more welcomed. They're
not embarrassed if they say something wrong.”
Theme 3. Theme 3 is: Students perceived that restorative justice practices
established emotional connections with teachers. This theme emerged with 57 total
occurrences and accounting for 22.8% of all frequencies. Research has indicated that
teachers can build rapport by not only trying to get to know the students, but by allowing
the students to get to know them (Griffith & Johnson, 2019). The goal is to allow the
student and teacher to learn more about each other on more of a personal level rather than
simply always on an educational capacity to allow the opportunity to build connections
(B. K. Hamre & Pianta, 2006). When students learn to trust the adults in their school,
they are more adept to asking for help when they need it, and they begin sharing their
thoughts and opinions more openly and freely (Griffith & Johnson, 2019). The data from
the interviews prove that students appreciate the connections they have with their
teachers. Respondent 10 shared that connecting with their teacher,
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makes the high school experience better because not only are we gaining a
teacher, but an adult friend that we can go to with our problems. I've gone to
teachers and I have talked about things and they've given me great advice just
because they have more life experience.
Fifteen of the 18 respondents experienced a teacher that was deliberate in forming
connections through the 90 Second Spark restorative justice practice. Many students
reflected on this activity during the interview. One respondent shared that each day their
teacher would find some way to touch base and ask each student how they were doing.
By doing this, they believed the teacher was able to figure out the emotional mood of
each student. Respondent 12 explained,
… if I'm not having the greatest day, she can tell, she’ll come up and ask what's
wrong. But she'll also … tell you that you can take that break or that breather and
you can go outside and calm down, stuff like that. So that's really cool.
Respondent 11 added that the 90 Second Spark is,
one of the most impactful things that's happened to me…every single day my
teacher greets all of us at the door with a fist bump or a high five, every single
day. And if he's not there, one of his other students is doing it every day. It
always happens.
Respondent 11 went on to share an anecdote of how much of an impact this fist bump
had on a particular day:
One of the first couple of weeks of the semester, I was not having the best day.
And I walked into his class and I went to give him a fist bump and he noticed that
I didn't seem good and he asked if I was okay and I said, ‘oh no, not really.’ And
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I thought that'd be the end of it. I got a call out of fourth period that day and he
walked around campus with me for half an hour talking until I felt okay. He
noticed that just by the five seconds that we were communicating at the door, he
took the time out of his day to later go back and make sure I was okay and it had a
huge impact. Honestly, I really was having a rough day that day and once I took
the time to go and walk around with him, I felt a lot better after that just because I
knew that if I needed to talk to someone, he would be there.
Respondents also shared that when the teachers themselves also engage in the
Restorative Practice activities, they are able to hear stories about their teachers.
Respondent 15 indicated that they enjoyed learning about their teacher on a different
level and that often times, they will think about their teachers when deciding to do their
homework:
…when teachers tell us ‘well this weekend I went camping or this weekend I did
this, what did you guys do this weekend?’ I feel like that's humanizing us. It
makes us feel like they're not just the barking person. They have a life and a
family. Sometimes, our teacher will say, ‘don't make me read an essay if it's not
your best work, don't make me take my time away from my kids to read
something you didn’t put effort in.’ And then you think about her kids while
you’re writing, you're thinking about the time away from her kids to read my
essay, so I better work harder.
Respondent 5 added that,
our teacher, went up and she presented herself and she talked about her life and
gave all the kids insight into her life and what she has gone through and how her
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family life is…that gave the kids more of an insight. Like, ‘oh, my teacher's been
through things too, my teacher has also been a teenager and has also lived the
same lives that we're living right now’.
Many respondents reflected on the language their teacher used through the use of
Affective Statements. Respondent 3 reported that when teachers used emotion words to
describe their feelings through Affective Statements it, “… [Affective Statements] creates
a relationship and an environment of respect and like trust and like honesty.”
Researchers have concluded that although many educators feel that showing and
expressing feelings are a sign of weakness, this actually humanizes them and allows
students to see how their behavior affects others (B. Costello et al., 2009). Through these
statements, students and staff begin to build relationships and begin to have a respect for
each other. Respondent 12 shared a story of when the class was talking, the teacher had
used Affective Statements to explain her feelings,
So at first she just sat down and then she came back a couple minutes later and
explained that it really upset her that we were acting the way we did… they
started to respect her because they understood where she was coming from as a
teacher.
Some respondents reported that through these activities, they felt that there was a
genuine sense of feeling cared for by their teachers. Respondent 5 explained the
difference between a teacher who does these activities in their classroom and a teacher
who does not by stating,
It's almost harder to be in the teacher’s that don't do these activities…they come
off as like, they don't really care that much. When teachers have a relationship
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with you, they seem like they care a lot more and it's easier to talk to them about
everything, like assignments, what you're not getting done or if you have anything
turned in late, they seem to be a little bit more understanding and then they can
also help you. … I think that students are less inclined to ask the teachers
questions who are more cold to them than the teachers who warm up to them and
really show the students they are there if you need them… some teachers are like
just come in, sit down and be quiet. It's a lot easier for the students to go to the
nicer, warmer teachers … they have more trust and talk to them.
Participant 7 shared that when teachers show that they care, trust can be gained.
The participant explained that when they realized, “… I [the teacher] care about your
feelings and how you are… [They are] able to gain that trust with that teacher, that
they're going to be able to help you. And if you really need something, you can go to
them...”
Theme 4. Theme 4 is: Students perceived that restorative justice practices
increased academic achievement and academic engagement. This theme emerged with
43 occurrences thus making it account for 17.2% of the total frequencies. Researchers
have concluded that through relationship building techniques, students will begin to trust
their teachers which can result in increased academic engagement, cooperative learning
(A. Gregory & Ripski, 2008), effective learning (Griffith et al., 2018), and motivation to
learn (Corrigan et al., 2010). The data gleaned from the interviews would also support
this assertion. Respondent 14 shared,
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If I don't like the teacher, my brain won't want to pay attention and focus…I pay
attention more to the people I like rather than to the people I don't like… If I don't
like one of the teachers, my mind will shut off…I wouldn't be able to focus them.
Respondent 17 went on to share that,
… a class that does have these positive connections is always more engaged.
Every student is going to want to be there... traditional classrooms are less
engaging, aren't as energetic, aren't as positive every day… some students just
choose to disengage, tune everything out and just focus on themselves or look at
the clock.
Respondent 12 posits that these practices have an effect on academics in that it
motivates students to want to do better. Respondent 12 explained that when they feel as
if the teacher wants them there, they will perform better academically,
… I feel like when teachers show that they care about me it motivates me to take
more control of my learning... it shows me they actually care not only because it's
the school making them teach us but that they actually care that we are learning as
well.
To continue with the correlation between student/teacher connections and academics, a
respondent 15 reported that, “…if I have a connection with a teacher, and if I don't do my
homework I feel kind of disappointed in myself…it drives me more to do my homework
just because of like that little connection.” Respondent 12 stated,
I think when a kid feels disconnected from a classroom and a teacher, they don't
really care about what's going on or what's happening or what they're learning.
But if the teacher can connect with them … they see that teacher as more of just a
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teacher, more of a friend that just makes everything that they're saying so much
more important than if it was just your teacher saying them.
Respondents shared that these practices enhanced the general mood of the

classrooms and thus resulted in them being able to enjoy learning. Respondent 7 shared,
that when you tell people about yourself and you learn about others, it makes a
friendship … you’re happier and you can work together and learn … when friends
are in your class …it’s easier to pay attention and work together.
Respondent 12 shared this same thought, “I definitely think it [RP activities] impacts
learning because if students feel comfortable with who they're surrounded by, it improves
learning.”
Last, Respondent 18 even shared their belief of increased test scores were
reflective of these practices in the classroom,
…your overall test scores will be different for the class you have better
connections in. Whenever I sit down and read a book, if it's English class [the
class this respondent had experienced these practices in] or something, you're
going to have everybody sitting down reading a book, not on your phone or
something.
Theme 5. Theme 5 is: Students perceived that restorative justice practices made
them feel valued and heard. With 20 occurrences, this theme comprised 8% of the total
frequencies. Research proves that allowing students to speak their mind and share their
opinions and thoughts in a non-judgmental demeanor adds to the growth of positive
relationships within the classroom (B. K. Hamre & Pianta, 2006). Respondent 16
expressed that when these practices are used, they feel like the teacher cares about them
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by stating, “It makes you feel like they are listening to you and that you're understood as
a person. Like they care what we have to say and they care about you being there.”
Respondent 16 went on and reflected upon the Treatment Agreement activity and
reported that when the teacher set the class norms and expectations with the students, “It
made us feel like they cared about what we thought about them and we felt more
comfortable. Knowing they [the teacher] want to treat us the way we want to be treated
felt like they heard our voices.” Respondent 12 added that although many of these
practices take time, they felt that they were impactful in that they made students feel
valued,
I know that it’s difficult for the teacher because there's not enough time… But I
definitely feel like with classes with teachers who do take that time… get to know
me and get to understand how I feel, I definitely feel a lot more important and
valued.
Often times, Affirmative Questioning is used to gather information from students
in a non-judgemental way. Through these questions, students realize the impact of their
behavior and are given a chance to reflect on the situation understanding their part and
how they affected others, thus building empathy (B. Costello et al., 2009). Respondent
12 discussed how their sense of value increases when teachers ask these questions instead
of reacting too quickly,
I definitely think that it [Affirmative Questioning] impacts it [classroom
environment] in a more positive way because the student feels valued. Like their
side of the story is actually being listened to versus people ignoring what actually
happened or what happened in their perspective.
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To conclude, respondent 16 explained that when they feel valued by the teacher,
their academic success is also improved,
It definitely makes me feel more important, and then I feel like my learning
improves because I feel like they want me there. They made the students feel
valued or important … getting respect from teachers or people who are trying to
help them definitely makes them feel more motivated or makes them feel
valued…their learning is also important to the teachers.
Theme 6. Theme 6 is: Students perceived that restorative justice practices
developed mutual respect between the teachers and students. With 19 occurrences, this
theme developed 7.5% of the total frequencies. Research has shown that to build respect,
according to Griffith and Johnson (2019), teachers should allow students ownership over
activities as much as possible in addition to speaking to the students as adults and
recognizing their skills and abilities. Respondents report that restorative justice practices
increase comfortability with their teachers, thus resulting in increased mutual respect.
Respondent 10 concludes, “…when you see someone as your superior, you just aren't as
comfortable with them and when [the teacher] … shows that they have respect for you,
you reflect on that and give them the same respect back.” This same respondent reflected
about a teacher who treated their high school students like adults,
we can see her feelings and she can see ours, so we're going to be more personal
and we're going to be more polite to her because we respect her. She is one of the
few adults who show us compassion and recognizes that we are adults.
Participant 13 indicated that the language used by their teacher through Affective
Statements was beneficial in establishing connection, “I think it's a very respectful way to
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talk to students … it, makes you feel more connected.” Respondent 15 explained the
results of effective communication,
If I have mutual respect with you, I’ll probably get my stuff done and at good
quality. I'm showing my respect by getting my work done for you, but you're
showing me respect by having that communication with me and understanding.
Theme 7. Theme 7 is: Students perceived that restorative justice practices
improved behavior by the students. With 16 occurrences, this theme comprised 6.4% of
the total frequencies. Researchers have shown that by practicing the restorative
techniques, improved staff-student relationships lead to decreased discipline referrals and
suspensions as well as an improved culture and climate for the overall school (Lustick,
2017; R. Rubio, 2018). A study done by Corrigan et al. (2010) showed that the more a
student trusted their teacher, the more concern a student was able to show for others.
Respondent 2 reflected on the use of Affective Questions, “…it [Affective Questions]
makes them realize that it's disrupting more than just him themselves… they realize that
they shouldn't be doing it cause they're messing up other people's learning too.”
Respondent 5 shared the same thoughts regarding the questioning strategy when
correcting behavior, “…But if they're asking, ‘Why are you interrupting me?’ Then the
student has to sit there and think, ‘Why am I talking, what’s going on?’ …I think it's
better … it grabs more attention when you're asked a question.” This same respondent
continued to explain that correction still occurs without “yelling…it makes them feel like
they're not really getting yelled at so they don't feel as in trouble, but they still feel like
they know that they're doing wrong and then they can correct themselves” (Respondent
5). Research can corroborate this data in that using the relational approach, teachers use
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their connections with the students to treat the students as individuals and asks questions
to learn about, not judge their students before making their disciplinary decisions (A.
Gregory & Ripski, 2008). Participant 6 described how Affective Questions prevents
fighting from occurring on campus. They described a situation in which two students
were wanting to fight each other, but the teacher had intervened and asked them a series
of Affective Questions to help them work through the issue, “they made them think about
what happened and they had to work it out. This [process] made them realize not to start
fights for no apparent reason” (Participant 6). This supports a Respondent 17’s claim that
Affective Questions solve problems, “…I think it gets to the root of the problem
better…it's more of a diagnosis rather than an instantaneous solution…it's providing you
with more information about the student.”
Respondent 7 had mentioned the use of Affective Statements as a way to promote
positivity in the classroom which resulted in an effective classroom management tool,
I think when your teacher notices that you're working hard … it's just a good
feeling for the student and that helps everything run smoother in the classroom.
That’s going to help the teacher be able to run his or her classroom, like when
they are trying to get people to stop talking…you're going to have less disruptive
kids and less people who are just not paying attention.
Theme 8. Theme 8 is: Students perceived that restorative justice practices
improved the mental health of students. With nine occurrences, this theme made up 3.6%
of the total frequencies. The National Youth Risk Behavior Survey (2017) reported that
in the United States, trends are moving “in the wrong direction” concerning students
surveyed who reported feelings of sadness and hopelessness (31.5%). Restorative
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practices provides as an intervention that allows students to build and foster healthy
relationships with the staff on campus and vice versa (Kimball, 2013; R. J. Skiba &
Losen, 2015). Respondent 11 discussed the effect of restorative justice practices on
mental health:
…being connected to other people and having a healthy social circle has an effect
on your mental health for sure. If your mental health isn't in the best shape, you're
going to be less likely to pay attention because you're constantly sad or anxious.
You [are] in a better mental state by having connections [which] helps you with
your academics because you're able to focus on it instead of what's going wrong.
Respondent 18 added that when these activities take place, pressure and anxiety
instantaneously disappear while in that class,
When you walk into a classroom with a teacher that cares like that… anxiety and
pressure is completely gone… That makes the most difference. Last term I was
stressed out of my mind…sometimes it [restorative justice practices] literally
saved me… it makes such a difference and you can see it in the other kids too.
Summary
The purpose of this qualitative case study was to identify and describe the
perceptions of high schools students who attend school in one Northern California district
who have implemented the proactive strategies of restorative justice practices. This
chapter covered the purpose of this study, the methodology and presented a summary of
data collected. The presentation and analysis of data was organized by and responsive to
the two research questions used in this study:
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1. What Restorative Justice Practices have students participated in within the
classroom?
2. What perceptions do students have of the Restorative Justice Practices they
have participated in?
This data showed that seven major themes emerged from the 18 semi-structured
interviews.
Chapter V discusses the major findings, as well as the unexpected findings and
conclusions. Chapter V also discusses implications for action and makes
recommendations for further research. Finally, the chapter ends with concluding remarks
and reflections.
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CHAPTER V: FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
Overview
This qualitative case research study described the perceptions of high school
students who attended one school district in Northern California on the impact of
proactive restorative justice practices. An in-depth and thoughtful analysis of data
collected from interviews led to eight themes and major findings. The following
conclusions were the result of extensive research, data collection, and analysis that
produced important implications for action and recommendations for future research.
This chapter describes the methodology, the purpose of the study, the research
questions, the research design, the description of the population and sample, the major
findings, unexpected findings, conclusions, implications for action, recommendations for
further research, concluding remarks and reflections and ends with a summary.
Purpose Statement
The purpose of this qualitative case study was to identify and describe the
perceptions of high schools students who attend school in one Northern California district
who have implemented the proactive strategies of Restorative Justice Practices.
Research Questions
1. What Restorative Justice Practices have students participated in within the
classroom?
2. What perceptions do students have of the Restorative Justice Practices they
have participated in?
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Population
Population refers to the “group of elements or cases, whether individuals, objects,
or events, that conform to specific criteria and to which we intend to generalize the
results of the research” (McMillan & Schumacher, 2010 p. 129). According to Patten
(2013) the population is “the group in which researchers are ultimately interested” (p.
55). For the purposes of this study, the population is high school students whom attend
school in California that have been exposed to restorative practices.
No formal data base or association exists that provides data on how many schools
or school districts are using restorative practices. An internet search of school districts
using restorative practices shows that there are schools throughout California using this
approach but no number of how many is available. Based on the internet search it is
forecasted that there are several hundred school districts that have one or more schools
implementing social justice programs.
Sampling Frame
McMillan and Schumacher (2010) explain that the “population is often different
from the list of elements from which the sample is actually selected” (p. 129) and is thus
called the sampling frame. They also conclude that it is “important for researchers to
carefully and completely define both the target population and sampling frame” (p. 129).
Since the exact number of schools or school districts implementing social justice
programs is not known this case study focuses on one school district in Placer County,
California that has had extensive experience in restorative justice.
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Sample
The sample of a study is a group of participants selected from the sampling frame
or target population from which the researcher intends to generalize. According to
McMillian and Schumacher (2010), sampling is selecting a “group of individuals from
whom data are collected” (p.129). Similarly, Patton (2015) and Creswell (2003) defined
a sample as a subset of the target population representing the whole population. When a
researcher chooses a quantitative approach, the sample is often random; however, the
sample population for this study was criteria-based.
A limitation of this sampling is that participants may not have been involved in
any other restorative justice practices other than the proactive strategies. Participants in
this study were selected from one of four schools in the PUHSD in which restorative
justice practices have been adopted and implemented.
Major Findings
The purpose of this qualitative case study was to identify and describe the
perceptions of high school students who attend high school in one Northern California
district who have implemented the proactive strategies of restorative justice practices.
The data collection and analysis was identifying themes that emerged from the student’s
perception regarding their experiences with restorative justice practices. Frequencies
were grouped together into codes that became themes. These themes were used to
answer the research questions. The major findings emerged from eight themes that
answered the guiding research questions.
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Research Question 1
Research question 1 asked: What Restorative Justice Practices have students
participated in within the classroom? One theme emerged that answered the research
question: Participants participated more in Affective Questions and Statements, Get to
Know You Circles, Two Minute Connection, and 90 Second Spark more than they have
participated in the 60 Second Relate Break or Treatment Agreement strategies.
Major finding, theme 1. Students have participated more in the Affective
Questions and Statements, Get To Know You Circles, Two Minute Connection and 90
Second Spark more than the 60 Second Relate Break or Treatment Agreement strategies.
Only 10 of the 18 respondents reported that they had participated in the 60 Second Relate
Break and Treatment Agreement strategies. Participants that did participate in these two
strategies believed they did provide an avenue for relationships to be built and served as a
way for students to be heard. However, there was caution about implementing the
Treatment Agreement strategy as one participant did express that they felt that when the
Treatment Agreement was used it seemed as if it was a way to give the students voice,
but instead gave the impression that it was solely a way to discipline students and use
their words against them.
Research Question 2
Research question 2 asked: What perceptions do students have of the Restorative
Justice Practices they have participated in? Seven themes emerged, as perceived by
student participants, restorative justice practices: (a) build a sense of community, (b)
establish emotional connections with teachers, (c) increases academic achievement and
engagement, (d) make students feel valued and heard, (e) develop mutual respect between
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teachers and students, (f) improve behavior by students and (g) improve the mental health
of students emerged.
Major finding, theme 2. Restorative justice practices can build a sense of
community in the classrooms. This theme represented 34.4% of the coded frequencies.
The coded data included frequencies regarding bringing the class together, increased
comfortability, and sense of community. Participants of the study expressed that they
were able to get to know each other and find similarities thus creating a more positive
learning environment. This sense of comfortability and understanding of each other often
created an environment in which students were not only able to feel more comfortable
answering questions and sharing their opinions, but they felt that it also helped them be
less judgmental of their classmates.
Major finding, theme 3. Restorative justice practices can establish emotional
connections with teachers. This theme represented 22.8% of the coded frequencies. The
coded data included frequencies regarding emotional connection with teachers, students
get the feeling that teachers care about them, and view that teachers are human.
Participants shared that they valued the positive student/adult relationships they were able
to build with their teachers through the restorative justice practices. They expressed that
when they felt they were connected to their teacher, they also felt that they could go to
their teacher with any problem. They also appreciated when their teachers were able to
pick up on their emotional state of the day and adjust accordingly. Respondents also
reported that they enjoyed hearing stories of their teacher’s lives and that through these
stories, their teachers became more human to them. Finally, many respondents noted that
they appreciated the language (restorative language that includes emotion words) that
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their teachers used when correcting behavior as it made them feel as if respect, honesty,
and trust were being established.
Major finding, theme 4. Restorative justice practices may encourage an increase
in academic achievement and academic engagement. This theme represented 17.2% of
the coded frequencies. The coded data included frequencies regarding academic success,
energizing for class, and increased engagement. Participants shared that when these
practices were used, they ended up liking their teachers which resulted in them feeling
more inclined to complete work and focus on classroom content. Participants also shared
that through these practices, they often felt more motivated to complete classwork and to
do better in their classes. Finally, respondents expressed that the better connections one
has in a class to their peers and teachers, the better the test scores will be in that class.
Major finding, theme 5. Restorative justice practices may make students feel
valued and heard. This theme represented 8% of the coded frequencies. The coded data
included frequencies regarding students feel valued and students feel heard. Glaringly,
respondents shared that through these practices, they felt that teachers really cared about
and valued their students. They also felt that through these practices they were given a
voice, not only to share their stories, but to share their ideas and opinions on many
subjects including classroom behavior expectations by not only themselves, but by their
teacher as well. Participants added that when they feel valued by their teachers, as if their
teachers want them there, they will rise to the occasion academically.
Major finding, theme 6. Restorative justice practices may help develop mutual
respect between teachers and students. This theme represented 7.5% of the coded
frequencies. Participants shared that through restorative justice practices, they were able
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to develop a sense of comfortability with their teachers, which resulted in developing a
mutual respect. These practices helped develop this mutual respect in that students were
able to see their teachers not as a superior, because to them superior meant
unapproachable and uncomfortable, but as someone who shared respect with them.
Participants also reported that when teachers treated them as adults, they felt that
interactions were more personal with their teacher and therefore, respect was developed.
Last, reflecting upon the communication used by their teachers, respondents appreciated
the emotional language used through restorative justice practices as it was beneficial in
establishing connections and respect.
Major finding, theme 7. Restorative justice practices may lead to improved
student behavior. This theme represented 6.4% of the coded frequencies. Participants
reported that through restorative justice practices, students are able to realize that their
actions not only affect themselves, but affect all those that share the environment with
them. Because of this, they are more conscience of their behaviors. Participants also
shared that when the teacher uses restorative language and asks the students the reasoning
behind their behaviors instead of reacting quickly, the student is forced to think for
themselves and forced to ask themselves why are they are behaving in that manner.
Sometimes, they are forced to work out difficult situations and discover the root of
problems with their peers instead of resulting to physical altercations.
Major finding, theme 8. Restorative justice practices may improve the mental
health of students. This theme represented 3.6% of the coded frequencies. Participants
suggested that through the use of restorative justice practices, students were able to build
healthy relationships within the classrooms which in effect, had an impact on their mental
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well-being. They felt that when they were able to develop healthy social circles in
classrooms with people that they were not necessarily familiar with before it impacted
their comfortability within that classroom thus resulting in an increased mental state
which affected an increased ability to perform academically. In addition, respondents
reported that stress levels would decrease significantly if they felt they were going into a
classroom in which positive relationships between students and students and students and
teachers were occurring.
Unexpected Findings
The researcher identified three unexpected findings because of the qualitative data
in this study. The unexpected findings are a result of the student responses related to
exploring the perceptions of restorative justice practices.
Unexpected Finding 1
One unexpected finding is that students were unaware that they are participating
in restorative justice practices. All participants were asked if they had ever heard the
term “restorative practices” before they had participated in the interview. Every single
student in the sample said “no.” Not one interviewee was aware that their teacher was
implementing restorative justice practices in order to build community and connections in
the classroom. This comes as an unexpected finding because many of the participants
could articulate the impact of restorative justice practices, however, they could not name
or describe the purposes of the practices. This is interesting in that the social trust theory
comes to light in this finding and it may emphasize that students can trust their teachers
when first meeting them without any specific information. Since social trust is apparent
at the onset, teachers have the prefect ability to capitalize on this and cultivate this trust in
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order to teach students what it means to be in a community and to have tolerance.
Otherwise, this can be a missed opportunity and could instead have negative impacts such
as a reduced respect for teachers and increased inappropriate classroom behaviors.
Unexpected Finding 2
For students to be truly connected to their school, all staff should interact with
them with a restorative approach in order for mutual respect and trust to be built with all
relationships on campus
When coding the data, it was noticed that a respondent had made a comment, and
although it was not enough to become a major finding of this study, it also intrigued the
researcher enough to be mentioned. Respondent 10 expressed that they believed that all
staff on campus should be trained in these practices. This respondent expressed
frustration with how they were treated by office staff, administrators, and other members
of the campus staff. Particularly, respondent 10 felt as if all staff could use training on
the use of affective statements and affective questioning.
Unexpected Finding 3
Students were able to draw clear comparisons between teachers that utilized
restorative justice practices and those that did not. When looking at the coded data, it
was noticed that several respondents, without a direct question, were able to discuss the
differences between teachers that did implement the practices and those that did not.
Several participants pointed out differences in stress and anxiety levels between classes
that did use restorative justice practices and those that did not as well as disciplinary
differences. Respondent 17 reported that inappropriate discipline behaviors were
elevated in classrooms in which teachers do not have connections with students and
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students do not have the connections with each other thus resulting in a negative
classroom environment. This respondent when on to describe that they have witnessed
students, “shooting rubber bands across the class…and doing anything that they can find
to get their minds off what is happening in the classroom” (Respondent 17). Respondent
15 added to this sentiment by explaining that being in a class that does not have any
connections would influence them to not raise their hand and if they felt their teacher did
not care about them then, “I don’t care if I turn in my homework or if I’m not listening to
the lecture…I’m going to check out…I’ll put my air pods in and check out.” It was
interesting that the respondents could so clearly delineate the differences between the two
types of classrooms with specific examples.
Conclusions
The data collected in this study was used to explore how students perceive the
impact of restorative justice practices in their classrooms. Based on the qualitative data
from this study, seven conclusions were determined from the two research questions that
guided this study.
Conclusion 1
Based on the finding that students have not participated in the 60 second relate
break or treatment agreement strategies as often as they have participated in the other
restorative justice strategies, it can be concluded that teachers need additional support on
restorative justice practice strategies in order to boost their confidence to use these
practices and to implement them with fidelity. Many of the relationship building
activities were easier to implement and execute, however, the activities that required a
relinquished control (control of classroom time once instruction began and control of
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student voice regarding classroom expectations), there was a decrease of instance those
activities occurred. Although difficult, part of the restorative justice framework is based
on the social discipline window. This philosophy explains that with high control, must
come high support. Under this process, no longer are educators deciding on what to do
“to a student” but forces educators to use strategies “to do with a student” (Fiori, 2017; L.
Mirsky, 2007).
Conclusion 2
Based on the finding that restorative justice practices build a sense of community
in the classrooms, it can be concluded that students thrive on connections from both their
classmates and teachers. Simple Get to Know You Circles, 2 Minute Connections, 60
Second Relate Breaks, Treatment Agreements, 90 Second Connections, all only take a
few minutes or less of class time and end up making tremendous differences within the
class. Respondents concluded that by using these strategies, classrooms are more
comfortable, a level of tolerance was established, stress was reduced, mental health
improved and they perceived their academic achievement to be higher. In addition, there
was a perceived establishment of mutual trust and respect, thus reducing the occurrences
of classroom behavior issues. Through these strategies, SEL is occurring. Researchers
propose that there are numerous benefits to educating students, strategically, in the realm
of SEL (Yang et al., 2018). These benefits include preventing behavioral/conduct
infractions (Chu & Ready, 2018; Durlak et al., 2011), acceptance of identity and
honoring dignity of students (High, 2017), better sense of community, more positive
attitudes, improved coping skills, and higher academic achievement (Bullock et al., 2017;
Durlak et al., 2011; Zins & Elias, 2014).

122

Conclusion 3
Based on the finding that restorative justice practices establish emotional
connections with teachers, it can be concluded that teachers must build relationships that
exhibit caring and nurturing qualities in order to foster a trust in which students will
confide in and find support with adults on school campuses. The participants in this
study appreciated and valued the positive relationships with their teachers they had
established through the use of restorative justice practices. Not only did they appreciate
hearing stories about the teacher’s lives, but they also believed the 90 Second Connection
played a huge part in helping students and teachers become comfortable with one another
and gave teachers an indication on what their students were bringing into the classroom
on any given day. The perception by participants is that this quick interaction each day
showed that the teacher truly cared about them thus building trust between the student
and teacher. In addition, participants appreciated when the teachers used the Affective
Statements and Affective Questioning. This showed a level of vulnerability on the
teacher’s part, but in turn, made them more vulnerable by showing their emotions. This
made the teachers seem more human to the students. Building rapport with the students
leads to trusting relationships as seen through the research. Teachers can build rapport by
not only trying to get to know the students, but by allowing the students to get to know
them which can be done when the teacher shares stories about themselves with the
students (Griffith & Johnson, 2019). The goal is to allow the student and teacher to learn
more about each other on more of a personal level rather than simply always on an
educational capacity to allow an opportunity through connections (B. K. Hamre & Pianta,
2006).
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Conclusion 4
Based on the finding that restorative justice practices, as perceived by the
students, increased achievement and academic engagement, it can be concluded that
students will attempt to learn and perform for those that they have made a connection
with more so, than those they have not made connections with. Participants from the
study admitted that they will work and perform for those teachers that they like and have
a connection to. When students feel as if their teacher truly cares about them, and they
feel as if they have positive connections in their surroundings, they will try harder in their
academics. In addition, when positive connections are made within the classroom,
students feel safer to ask questions, seek help, and share their thoughts, opinions, and
ideas. However, when they do not feel connected to classrooms, they will often retreat
into themselves and become non-participatory. In a study done by Corrigan et al. (2010),
it was determined that trust correlated to motivation to learn, positive self-esteem, and
positive educational attitudes (Corrigan et al., 2010). Consequently, when students do
not build positive and effective relationships with their teachers or staff, or they have a
lack of trust in their school system, they are more likely to exhibit more difficulties
academically.
Conclusion 5
Based on the finding that restorative justice practices make students feel valued
and heard, it can be concluded that students want to be active participants in their
education and the environment around them. Through restorative justice practices,
students were able to share their stories, answer low level personal questions, and
therefore, get a sense of belonging to the learning community. Once they feel valued,
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they are more likely to share in classroom discussions. As students are more comfortable
with sharing they begin to feel accepted as they are more willing to share their
perceptions and thoughts without reservations of fears of being judged (High, 2017).
More than that, they are also able to understand and appreciate the perceptions of others.
In addition, when they were asked to participate in establishing norms for the classroom,
a piece of that included how they wanted the teacher to treat them. This question gave
them a voice in which they were able to determine how they believed they could be
shown respect and how they should be treated. Teachers have the ability to allow
students to convey their opinions, require students to respect each other’s opinion, and
value other opinions by creating open environments that encourage the sharing of
opinions and ideas (Flanagan & Stout, 2010). These environments in which ideas are
shared freely can be achieved by using the restorative justice practices.
Conclusion 6
Based on the finding that restorative justice practices develop mutual respect
between teachers and students, it can be concluded that when students feel they are being
respected, they will give respect thus contributing to a more positive classroom and
school environments. Teenagers want to be treated as adults and thus respected as adults.
When teachers are using restorative justice practices within their classrooms, in essence,
they are using strategies in which show the teenage students that treat them as adults and
the outcome is mutual respect. In addition, rapport is being built through restorative
justice practices between the teacher and student and once again, builds a mutual trust.
This trust serves students in that they feel that their teachers will always be there for them
and serve as an adult role model. These supportive relationships not only allow the
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student to trust their teachers, but can often also result in the relationships from student to
student to be strengthened (B. K. Hamre & Pianta, 2006) thus reducing conflicts. When
students learn to trust the adults in their school, they are more adept to asking for help
when they need it, they begin sharing their thoughts and opinions more openly and freely,
and they begin volunteering for projects or tasks (Griffith & Johnson, 2019). Increased
trust can lead to a more positive perception of school culture and climate by the students
(Corrigan et al., 2010).
Conclusion 7
Based on the finding that restorative justice practices improves behavior by the
students, it can be concluded that through the connections students make they will be
more thoughtful and aware of who they are affecting with their behaviors thus resulting
in positive decision making skills. When students feel connected to their peers and their
teachers, they are less adept to partake in behaviors that will have a negative impact on
their positively built relationships. Building these connections do not happen naturally
and teachers need to be strategic and intentional to ensure that connections are being
made with even the most difficult students. By practicing the restorative techniques,
improved staff-student relationships lead to decreased discipline referrals and
suspensions as well as an improved culture and climate for the overall school (Lustick,
2017; R. Rubio, 2018).
Reactively, through the use of Affective Statements and Affection Questions,
students are able to realize how their actions affect others and they are also allowed to
become part of the discipline process. This process allows students and staff to
collaborate together to figure out all perspectives to any situation. Using the relational
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approach or restorative approach, teachers use their connections with the students to treat
the students as individuals and asks questions to learn about, not judge their students
before making their disciplinary decisions (A. Gregory & Ripski, 2008). When teachers
are able to use these practices, even while enforcing discipline and consequences, they
are still able to build their relationships with their students.
Implications for Actions
Based on the findings from this study, key themes were identified regarding the
use of restorative justice practices. From the findings, the following suggestions for
actions are presented:
Implication 1
It is recommended that case studies, simulation of activities, and time to debrief
strategies is part of the restorative justice practice training process. It is also
recommended that when schools are implementing restorative justice practices they form
a restorative practices team on their campus. This team would be beneficial in that they
could provide a venue in which teachers and staff could discuss their apprehensions, ask
questions, and share success stories. This would also aide in a school-wide adoption and
approach to the implementation of restorative justice practices.
It is recommended that schools should facilitate learning walk programs in which
teachers and staff can observe their peers implementing restorative justice practice
techniques in their classrooms so that a sense of comfortability can be established to try
these practices. The learning walk model can support reflection and refinement as
teachers begin to implement these practices.
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It is also recommended that the training programs that are used to emphasize and
educate school personnel should include the findings of this study in their curriculum as it
supports these programs on a level that appeals to district superintendents.
Implication 2
It is recommended that the author create a published handbook for school leaders,
specifically site leaders, that includes the benefits of incorporating restorative justice
practices through the perspective of students as well as specific strategies to change the
mindsets of staff on a campus in order to implement these practices school-wide. The
document should also include the strategies discussed in this study to be used by teachers
immediately to start building community in their classroom.
Implication 3
It is recommended that districts and schools solicit and analyze student
perceptions of restorative justice practices in order to influence staff to either implement
or continue to use these practices in their classrooms. Oftentimes, student voice can be
powerful when trying to gain commitment to try different strategies by staff. Hearing
from the student perspective what these strategies can do may influence staff to take a
chance and try them out in order to see results for themselves.
Implication 4
It is recommended that the training programs offered by the Association of
California School Administrators (ACSA) should include findings of this study in their
curriculum, specifically in their co-administrators courses, as it provides as a support
system for co-administrators to use when their staff is struggling with classroom
management issues. If co-administrators had an understanding of these practices and
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what outcomes can come of these practices, they can coach their teachers on the
implications of restorative justice practices. These trainings would also pave the way for
administrators to give the permission their teachers need to take time from their
curriculum to engage in relationship building activities in order to develop mutual respect
in the classrooms.
Implication 5
It is recommended that teacher credentialing programs should emphasize the use
of restorative justice practices in their curriculum. Teachers should be required to
develop classroom management plans in which they show they will incorporate
restorative justice practices throughout their courses in order to build relationships with
their students as a means to influence behavior in their classrooms.
In addition, County Offices of Education, should provide courses and/or
professional development opportunities for current teachers to learn about and refine their
classroom management plans to include restorative justice practices. This professional
development would include research to explain why restorative justice practices are
needed as well as provide a toolbox of strategies for educators to implement.
Recommendations for Further Research
This qualitative research case study resulted in the perceived impact of proactive
restorative justice practices by students in one Northern California district. This study
was based off the lived experience of 18 students in the PUHSD. Due to the timeliness
and proximity of this research study, several recommendations for future studies are
identified.
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•

Future research is recommended with an expanded geographical sample from
students from several counties with a more racially diverse demographic
population regarding the student perspectives of the proactive elements of
restorative justice practices. Studies could also be replicated to include
different states, elementary or middle school grades, or students of varying
socio-economic statuses.

•

Future research is recommended with an emphasis of the student perceptions
of the reactive elements of restorative justice practices.

•

Future research is recommended regarding the correlation of proactive
restorative justice practices and the number of disciplinary referrals for
students whom are in classes in which proactive restorative approaches are
used and students whom are in classes in which proactive restorative
approaches are not used.

•

Future research is recommended regarding the correlation of proactive
restorative justice practices and the amount of mental health referrals accrued
in a high school setting.

•

A quantitative study is recommended to discover if a correlation exists
between restorative justice practices and the academic success of students.

•

Future research is recommended comparing the perceptions of the teachers
regarding restorative justice practices to the perceptions of their own students
and the use of these practices.
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•

Future research is recommended comparing the student perceptions of
teachers who implement restorative justice practices to their teachers who do
not use restorative justice practices.

•

Future research is recommended to discover how restorative justice elements
build trust by using specific trust building frameworks such as the BDT
Interpersonal Trust Framework.
Concluding Remarks and Reflections

In September of 2019, Governor Gavin Newsom signed a bill that prohibited the
suspension of students for ‘willful defiance’ in grades K-8. Because the laws are quickly
changing from the days of ZT policies to banning suspensions for specific educational
codes, schools are forced to look at their discipline practices and adjust accordingly.
High schools need to adjust as well as it is only a matter of time before these laws affect
high school students. Suspensions take students out of their learning environment and do
not address the root problems that students of the 21st century are enduring. In addition,
the mental health state of our teenage students is deteriorating before our eyes and
educators are being asked to fulfil the role of teacher, parent, mental health specialist,
counselor, disciplinarian, facilitator, and advocate for all students. It is imperative that
schools begin adopting restorative justice practices in order to effectively combat these
issues and fulfill these roles.
As an administrator in a high school setting for the past five years, I have thrown
myself into this work and am honored to finally have some data to back the very thing I
have been advocating for, for years. Positive relationships must be cultivated with our
students whether they are in our classrooms or in our administrative offices. Positive
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relationships does not mean we do not hold our students accountable, it simply means
that we take the time to get to know our students, their stories, their culture, their desires,
their ambitions, and always keep their best interest at the center of our hearts. It simply
means that we hold them accountable, while at the same time making them understand
that without a shadow of a doubt we care about them. Taking time to build these
relationships will pay big dividends in the end: academic achievement will rise, discipline
referrals will decrease, relationships built on trust will thrive, tolerance for all students by
all students will be established and students who had no hope, will begin to hope.
My hope is that through this study, students finally have a voice. They have a
voice to explain that they want to learn, they want to know their teachers, they want to be
respected and they want to have connections with their peers. My hope is that educators
begin to turn to their students to hear their opinions, thoughts, and concerns regarding
their educational process.
The strategies identified and research conducted through this study will be
beneficial to district and school site administrators, teachers, school staffs, and anyone
else who works with students on a daily basis. My hope is that the findings will be
incorporated into future professional development opportunities, as well as credentialing
programs. As laws begin to change and our students begin to need us more, it is crucial
that we start working with our students to achieve our ultimate goal – success for all.
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APPENDIX C
District Proposal
Dear Superintendent,
I am currently a doctoral candidate in the Educational Organizational Leadership program at
Brandman University. I am conducting a qualitative research study on student perspectives
regarding Restorative Practices in high schools in Northern California. More specifically, I am
studying the relationship between Restorative Practices and building trust between students and
between students and teachers. The results of this study will provide meaningful student
perceptions for districts who wish to implement, or continue the implementation of Restorative
Practices as well as provide motivation to teachers to engage in Restorative Practices.
I was informed that your district has recently provided Restorative Practices training to your
teachers and that you are in the beginning stages of implementation and feel that our district high
schools would be the perfect place to conduct my research as many students have been exposed to
practices that are reflective to be Restorative. If you allow your schools to participate, data will
be collected in the following ways:

•
•

Teachers who have been trained will be invited to participate in a Survey Monkey
to identify the amount of their use of Restorative Practices as well as gain some
information regarding their past teaching history.
From there, students will randomly be sent home a letter of consent for their parents
to sign and return. Based on the returned consent letters, students will be chosen to
participate in a one on one, no longer than one-hour interview during a time that is
convenient for them. I will coordinate with their schedules so as not to take away
from their instructional time. Only one interview per student will take place.

With your approval, I will gladly contact the principals, teachers, parents and students to inform
them of the research study and ask for their help in the administration of the interviews. The data
for the research will be collected in the Fall of 2019 school year. I am hopeful that you will
support my research by granting permission for your high schools to participate in this study.
Please be advised that at no point will you, your teachers or students be identified by name or by
other indicators.
Thank you for your time and consideration of this doctoral research study. Should you have any
questions about this study, you may contact me or my dissertation chairperson, Dr. Tamerin
Capellino, at capellin@brandman.edu or by phone at [redacted].
Sincerely,
Chasity Raybuck-Bonilla
[redacted]
[redacted]
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APPENDIX D
Survey for Teachers

Restorative Practices - Teacher

Question Title
1. Teacher Name, Site

Question Title
2. How often would you say you use Restorative Practices in your
classroom?
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APPENDIX E
Consent for Permission for Minor to Participate in Research
Brandman University
16355 Laguna Canyon Road
Irvine, CA 92618
CONSENT FOR PERMISSION FOR MINOR TO PARTICIPATE IN RESEARCH
Title of Study: The Perceptions of High School Students in Northern California on
Proactive Restorative Justice Elements
Your child is invited to participate in a research study conducted by Chasity RaybuckBonilla, a doctoral candidate from Brandman University, under the supervision of Dr.
Tamerin Capellino. Your child’s participation is voluntary. Please read the information
below and ask any questions about anything you do not understand before deciding
whether to participate. B y signing this permission slip, you grant permission for your
child to participate in this study. You will be given a copy of this form.
Responsible Investigator: Chasity Raybuck-Bonilla
Purpose of This Study: Your child is being asked to participate in a scholarly project
conducted by Chasity Raybuck-Bonilla, a doctoral student from the School of
Education at Brandman University. The purpose of this qualitative study is to examine,
understand, and describe the elements of restorative justice programs (relationships
and/or community building) that high school students in Northern California perceive as
the most beneficial for building trust with staff.
What will be Done: Your child will be participating in an interview with the researcher
(Questions are attached).
Benefits of this Study: Your child will not directly benefit from participation in the
research.
Risks or Discomforts: There are minimal risks or discomforts associated with this
interview. If your child feels uncomfortable with a question, he or she can skip that
question or withdraw from the study altogether. If they decide to quit at any time before
they have finished the interview, their answers will NOT be recorded. Whatever decision
you make, there will be no penalty to you or your child, and no loss of benefits to which
you or your child were otherwise entitled.
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Confidentiality: Responses will be kept completely confidential. No identifiable
information obtained in connection with this study will be disclosed. When the results of
the research are published or discussed in conferences, no identifiable information will be
included.
Decision to Quit at Any Time: Participation is voluntary; participants are free to
withdraw their participation from this study at any time. They also may choose to skip
any questions they do not wish to answer.
How the Findings will be Used: The results of the study will be used for scholarly
purposes only. The results from the study will be presented in educational settings and at
professional conferences. The results may be published in a professional journal.
Contact Information: If you have concerns or questions about this study, please contact
Chasity Raybuck-Bonilla at [redacted]. You may also contact Dr. Tamerin Capellino at
capellin@brandman.edu. No information that identifies me or my child will be released
without my separate consent and all identifiable information will be protected to the
limits allowed by law. If the study design or the use of the data is to be changed, I will be
so informed and my consent re-obtained. I understand that if I have any questions,
comments, or concerns about the study or the informed consent process, I may write or
call the Office of the Vice Chancellor of Academic Affairs, Brandman University, at
16355 Laguna Canyon Road, Irvine, CA 92618, (949) 341-7641.
I acknowledge that I have received a copy of this form and the “Research Participant’s
Bill of Rights.” I have read the above and understand it and hereby consent to the
procedure(s) set forth.

Signature of Parent or Guardian

Signature of Principal Investigator

Date
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APPENDIX F
Assent Form for Minors

BRANDMAN UNIVERSITY INSTITUTIONAL REVIEW BOARD
Children’s Assent to Participate in Research
In March of 1983 the Department of Health and Human Services issued the most recent
human subject regulation, i.e., “Additional Protection for Children Involved as Subjects
in Research” (45 CFR 46-Subpart).
These regulations governing children in research situations decree that investigators
need to take into consideration age, maturity, and psychological state of the
participating children and include them in the consent form, and soliciting the assent of
younger children. The regulation defines “assent” as the child's affirmative agreement
to participate. “Mere failure to object should not, absent affirmative agreement, be
construed as assent.”
The following items should be addressed in an assent procedure*, utilizing language
appropriate to the child's age and/or developmental level:

a)

Why the child is asked to participate.

b)

What is going to take place from the child's point of view.

c)

The risk to the child.

d)

The benefit to the child.

e)

Identification of the researcher by name and telephone number in
case questions should arise.

f)

In non-therapeutic research, a statement that the child has a choice
to participate or to withdraw at any time without negative
consequences.

g)

A statement that the child may retain a copy of the assent form.

h)

Date and signature lines for the researcher and, if appropriate, for the
child.

* Represented by an assent form, or by a prepared script of the explanation to be tendered.
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Brandman University
16355 Laguna Canyon Road
Irvine, CA 92618
ASSENT RESEARCH FORM FOR MINORS
Restorative Practices from a Student’s Perspective
You have been invited to participate in a research study conducted by Chasity
Raybuck-Bonilla, a doctoral candidate at Brandman University under the supervision
of Dr. Tamerin Capellino. Your participation is voluntary. Please read the
information below and ask questions about anything you do not understand before
deciding whether to participate. If you decide to participate, you will be asked to
sign this form prior to participating in the interview. You will be given a copy of this
form.
Responsible investigator: Chasity Raybuck-Bonilla
Purpose of the study:
The purpose of this qualitative study was to examine, understand, and describe
the elements of restorative justice programs (relationships and/or community
building) that high school students in Northern California perceive as the most
beneficial for building trust with staff.
What will happen if I take part in this research:
• You will be asked to participate in an interview (questions are attached) at
your school.
Benefits of this Study:
You will not benefit directly from this interview or study. This study will be
used to aide educators to understand Restorative Practices and the perceptions
from students.
Potential risks or discomforts:
There is minimal risks or discomforts associated with the survey and/or
interview. If you feel uncomfortable with a question, you can skip that
question or withdraw from the study altogether. If you decide to quit at
any time before you have finished the questionnaire or interview, your
answers will NOT be recorded.
Confidentiality:
Responses will be kept completely confidential. Your name will not be used in
this research and you will not be identified when the research is published or
discussed.
Decision to quit at any time:
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Participation is voluntary; you are free to withdraw their participation
from this study at any time. You also may choose to skip any questions
you do not wish to answer.
How the findings will be used:
The results of the study will be used for scholarly purposes only. The results
from the study may be presented in educational settings and at professional
conferences. The results may be published in a professional journal.
Contact information:
If you have concerns or questions about this study, please contact Chasity
Raybuck-Bonilla at craybuck@mail.brandman.edu. You may also contact Dr.
Tamerin Capellino at capellin@brandman.edu.
SIGNATURE OF PARTICIPANT

I have read the information provided above. I have been given a chance to ask questions.
My questions have been answered to my satisfaction, and I agree to participate in the
study.

Name of Participant (Minor)

Signature

Date
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APPENDIX G
Interview Protocol
“My name is Chasity Raybuck-Bonilla and I am an assistant principal at Del Oro High
School. I’m a doctoral candidate at Brandman University in the area of Organizational
Leadership. I’m conducting research to determine what your perceptions are regarding
specific Restorative Practices that teachers use to relationships and community with you
(the students). I am seeking to better understand the student perceptions of Restorative
Justice practices.
I want to thank you for agreeing to participate in the interview on Restorative Practices.
The information you give, along with the others, hopefully will provide a clear picture of
student perspectives of practices that teachers use to build trust relationships with their
students.
The questions I will be asking are the same for everyone participating in the study. The
reason for this is to try to guarantee, as much as possible, that my interviews with all
participants will be conducted pretty much in the same manner.
Informed Assent
I would like to remind you that any information that is obtained in connection to this
study will remain confidential. All of the data will be reported without reference to any
individual(s) or any institution(s). For ease of our discussion and accuracy I will record
our conversation as indicated in the Informed Consent sent to you. I will have the
recording transcribed to a Word document and will send it to you via electronic mail so
that you can check to make sure that I have accurately captured your thoughts and ideas.
The digital recording will be erased.
Did you receive the Informed Consent and Brandman Bill of Rights I sent you? Do you
have any questions or need clarification about either document? If so, would you be so
kind as to sign the hard copy of the IRB requirements for me to collect.
We have scheduled an hour for the interview. At any point during the interview you
may ask that I skip a particular question or stop the interview altogether.
Do you have any questions before we begin? Okay, let’s get started, and thanks so much
for your time.
First, let me define and explain what strategies your teacher may be using that fit into the
realm of Restorative Justice Practices.
•

•

Affective Statements: These are statements that describe feeling and should
be used in classrooms to expresses both positive and negative feelings. An
example of this would be instead of saying “Stop talking!” the teacher would
say “I am frustrated that you aren’t listening to me.”
Affective Questions: Through these questions, students realize the impact of
their behavior and are given a chance to reflect on the situation
understanding their part and how they affected others, thus building
empathy. These questions include: What happened? Who has been affected
by what you have done? What do you think you need to do to make things
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•

•

•
•

•

right? What impact has this had on you and those involved? What has been
the hardest thing for you?
Get to Know You Circles: These circles can be used to set classroom and
assignment norms, to provide a time for teacher check-ins with students, as
well as building relationships and community between the students through
get to know you questions.
The two minute connection: This is an activity where students stand in the
room, the teacher poses a question and quickly does a whip around and asks
each student to share. These questions usually have the intent of building
relationships and community.
60 second relate break: This is a strategy where the teacher poses a quick
question, students discuss in pairs, are able to share with the class as a whole
if they would like.
90 second spark: Teachers intentionally take 90 seconds to connect with the
student, oftentimes this is done by greeting students at the door. However,
this can be done in anyway but the point is that the teacher make a quick
daily connection with every student.
Treatment Agreement: This strategy is done at the beginning of the term
with the whole class in which the class and teacher are participants in setting
the class norms and expectations together.

1. Have you ever heard your teacher use affective statements?
2. Have you ever heard your teacher use affective questioning with you or your
classmates?
3. Have you ever participated in a Get to Know You Circle?
4. Have you ever participated in a Two Minute Connection?
5. Have you ever participated in a 60 second relate break?
6. Has your teacher ever used a 90 second spark in your class?
7. Has your teacher ever had the class participate in making a treatment agreement
to set up the norms and expectations for the class?
8. Describe an activity and how you participated?
9. What are your thoughts regarding the activity you participated in?
10. Have you ever heard the term Restorative Justice Practices?
“Thank you very much for your time. If you like, when the results of our research
are known, we will send you a copy of our findings.”
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Appendix H
Brandman University Institutional Review Board
Research Participants Bill of Rights

BRANDMAN UNIVERSITY INSTITUTIONAL
REVIEW BOARD
Research Participant’s Bill of Rights
Any person who is requested to consent to participate as a subject in
an experiment, or who is requested to consent on behalf of another,
has the following rights:
1.

To be told what the study is attempting to discover.

2. To be told what will happen in the study and whether any of
the procedures, drugs or devices are different from what
would be used in standard practice.
3. To be told about the risks, side effects or discomforts of the
things that may happen to him/her.
4. To be told if he/she can expect any benefit from participating and,
if so, what the benefits might be.
5. To be told what other choices he/she has and how they may be
better or worse than being in the study.
6.

To be allowed to ask any questions concerning the study both
before agreeing to be involved and during the course of the study.

7.

To be told what sort of medical treatment is available if any
complications arise.
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8. To refuse to participate at all before or after the study is
started without any adverse effects.
9. To receive a copy of the signed and dated consent form.
10. To be free of pressures when considering whether he/she
wishes to agree to be in the study.
If at any time you have questions regarding a research study, you should
ask the researchers to answer them. You also may contact the Brandman
University Institutional Review Board, which is concerned with the
protection of volunteers in research projects. The Brandman University
Institutional Review Board may be contacted either by telephoning the
Office of Academic Affairs at (949) 341-9937 or by writing to the Vice
Chancellor of Academic Affairs, Brandman University, 16355 Laguna
Canyon Road, Irvine, CA, 92618.
Brandman University
IRB

Adopted
November 2013
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